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A B STRA CT

School and Student Alienation: Perceptions of Secondary Students
With and Without Disabilities
by
M onica Ree Brow n
Dr. A m anda K yle Higgins, Exam ination Com m ittee C hair
Professor o f Special Education
U niversity o f N evada, Las V egas

T his study had tw o purposes. The first was to investigate and gather student
perceptions (e.g., authoritarian, relevancy o f the curriculum , teacher expectations, amount
o f student autonomy, student placem ent, school ethnic com position, parental interest,
race/ethnicity) w ithin the secondary school environm ent associated w ith their feelings o f
alienation from their school. The second purpose w as m ultifaceted and involved: (1 ) the
identification o f the levels o f pow erlessness, norm lessness, m eaninglessness, and social
isolation/estrangem ent experienced by different students, and ( 2 ) the analysis o f
individual student characteristics (e.g., gender, student placem ent, perceived ability,
race/ethnicity, perceived social status) that m ay contribute to school alienation.
T he participants in this study (N —222) w ere a subsam ple o f secondary students from
a large, urban, m etropolitan school district located in the Southern portion o f the United
States. The students w ere selected from special and general education classroom s in two
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high schools. All students com pleted the School Factors Q uestionnaire, Student Factors
Q uestionnaire, and a dem ographic survey.
Student responses on the two questionnaires (School Factors Q uestionnaire and
Student Factors Q uestionnaire) were analyzed. The results for the School Factors
Q uestionnaire indicated that: (1) regardless o f race/ethnicity, gender, o r student
placem ent, students reported liking school m ore than they reported not liking school, ( 2 )
there were no m ajor differences in the responses given by students at a predom inantly
A frican-A m erican versus a predom inantly W hite school, (3) there w ere no m ajor
differences in the responses given by m ale and fem ale students, (4) the responses from
students with disabilities w ere a little less optim istic than those o f the students in general
education.
The results from the Student Factors Q uestionnaire indicated that: (1) alienation was
affected by gender indicating that male students w ere m ale students experienced m ore
m eaninglessness and norm lessness ( 2 ) alienation w as affected by student placem ent
indicating that students in special education experienced m ore pow erlessness,
norm lessness, and estrangem ent than students in general education, (3) alienation was
affected by perceived a b ility indicating that the students in the below average ability
group experienced m ore norm lessness and estrangem ent than students in the average and
above average ability groups and the students in the average ability group experienced
m ore pow erlessness than students in the above and below average ability groups, (4) )
alienation was affected b y race/ethnicity indicating that W hite students experienced more
m eaninglessness than A frican-A m erican students, (5) alienation w as affected by
perceived social status indicatin g that students w ith b elow average status experienced

IV
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more pow erlessness, m eaninglessness, and estrangem ent than the students in the average
and above average status groups.
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C H A PT E R ONE

IN TR O D U C TIO N
The construct o f alienation is approxim ately 160-years old and has evolved through
C hristian doctrine, philosophical thought, contem porary sociology, and social psychology
(Trusty & D ooley-D ickey, 1993). A lienation from school, how ever, is a relatively new
construct and has recently becom e useful in understanding student behavior (T rusty &
Dooley-Dickey, 1993). S ocial science inquiry concerning student alienation in the school
setting began in the early 1950s and continued until the early 1970s (N ew m ann, 1981).
A lienation, as a central concept in the study o f schooling during this period, discussed the
essential aspects o f alienation. These aspects w ere identified as estrangem ent,
detachm ent, fragm entation, and isolation relating to com m on problem s such as dropouts,
vandalism , and low com m itm ent to schoolw ork (Carley, 1994; Davison, Guerrero,
Howarth, & Thom as, 1999; N ewm ann, 1981). W ith the identification o f these
characteristics, alienation began to be view ed as having a direct relationship to success or
non-success w ithin a school setting.
Because alienation is one o f the m ost frequently encountered concepts in social
science, it has been used as a catchw ord to explain nearly every kind o f aberrant behavior
from drug abuse to political dem onstrations (M ackey & A hlgren, 1977). M any scholars
discuss constructs that are loosely grouped together as alienation, but few attem pts have
been m ade to m easure it. C lark (1959) and H orton and T hom pson (1962) defined

1
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alienation as a feeling o f pow erlessness. N ettler (1957) conceptualized alienation as a
feeling o f estrangem ent from A m erican society and culture. In 1969, O lsen classified all
descriptions o f alienation under three dimensions: ( 1 ) social isolation. ( 2 ) norm lessness.
and (3) pow erlessness. R ecently, researchers and educators have defined alienation as an
abstract concept b rought about by environm ental and/or econom ical conditions that may
exist w herever society, being com posed o f dom inant and subordinant societal groups,
creates feelings o f anxiety, rootlessness, isolation, and apathy (C alabrese, 1987; Shoho &
Petrisky, 1996). In reality, this represents the actual condition o f life for m any
contem porary young p eo p le (H eussenstam m & H oepfoer, 1972).
Society has defined the ultim ate goal o f formal sch o o lin g to be student learning
(Travis, 1995). H ow ever, student resistance to learning m ay be the significant outcom e
o f schooling (Ogbu, 1989). The causes o f this resistance or alienation from learning may
be rooted in the stu d en t’s hom e o r family, ethnic or cultural background, and ultim ately
school itself (H eussenstam m & Hoepfher, 1972; Travis, 1995). Given the resources
society and school system s purport to invest in the education o f today’s students, this
grow th in alienation am o n g students is alarming (C alabrese, 1989; C alabrese & Seldin,
1987). Because schools are a significant contributor to student alienation (C alabrese,
1989; Calabrese & S eldin, 1987; Newmann, 1981; Staples, 2000; W illiam s, 1981), more
research is needed concerning the factors present w ithin the school environm ent that
contribute to this alienation.
Som etim e during a stu d e n t’s early years in school he o r she develops an attitude
about school and education in general (Travis, 1995). F o r som e, this attitude m ay be
positive and inclusionary in nature, w hile for others this attitude m ay be one o f

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

estrangem ent o r alienation. Paw lovich (1985) em phasized that little research has been
focused on factors th at contribute to school alienation. Instead, the m ajority o f the
literature is dom inated by references to the contributory factors o f hom e and society; all
but ignoring, or even denying, the influence o f school on student alienation (Travis.
1995).
W hile the data are sparse, there is grow ing evidence that the school environm ent
generates high levels o f alienation that affect, to different degrees, everyone w ithin the
environm ent (C alabrese, 1987; Calabrese & Seldin, 1987; Carley 1994; D avison et. al.,
1999; Fetro, 1985; G albo, 1980; N ew m ann, 1981; Shoho, 1996; Travis, 1995). M any
efforts at school im provem ent such as reducing school and class size, increasing student
input in school governance, individualizing instruction, and hum anizing the school
clim ate are view ed as efforts to reduce student alienation as well as to increase student
involvement, engagem ent, and integration in school (Newm ann, 1981).
A lienation has becom e one o f the m irrors that reflect societal inadequacies and
inabilities to m eet hum an needs (Galbo, 1980). A better understanding o f the parameters
and defining factors o f student alienation could provide useful inform ation concerning
needed public school m odifications so that schools becom e the grow th producing
agencies, academ ically and socially, that w e have idealized them to be (G albo, 1980).

A lienation D efined
Galbo (1980) states that attem pts to m ake a definitive statem ent concerning the nature
o f alienation m eets w ith inevitable fixistration and considerable furor because differing
disciplines (e.g., psychology, sociology, philosophy) incorporate the term into their
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respective bodies o f know ledge. For the purposes o f this study, a sociological definition
o f alienation was used. T his definition m aintains that alienation, at its very essence,
signifies a separation o r distance am ong two o r m ore entities. T his separation or distance
involves a sense o f anguish or loss and can result in a person v iew ing life as fragmentary,
incomplete, and n o t w hole (Dean, 1961; G albo, 1980). O ften, the alienated person
experiences the inability to cope w ith his/her unfulfilled ex pectations regarding how
he/she perceives life should be (Galbo, 1980).

Com ponents o f A lienation
The m odel predom inantly used in educational literature to u n derstand the concept o f
alienation has been the m odel developed by Seem an (1959). This m odel contains five
distinct categories: (1) pow erlessness, (2) m eaninglessness, (3) norm lessness, (4)
isolationism , and (5) self-estrangem ent. Pow erlessness involves an individual’s
expectation that his/her ow n behavior cannot determ ine the outcom es o r reinforcements
in his/her own life. M eaninglessness is defined as a lack o f clarity concerning beliefs. It
involves the inability o f the individual to m eet m inim al standards o f clarity and decision
making. N orm lessness involves the individual holding a high expectancy that socially
unapproved behaviors are required to achieve g iven goals. A n iso lated individual is one
who assigns low rew ard value to goals o r beliefs that typically are highly valued by
society in general. Finally, self-estrangem ent is defined as the am o u n t o f dependence
that the given behavior has upon anticipated future rewards. T hat is, upon rewards that
lie outside o f the actual activity. W hile Seem an’s m odel and his associated measurement
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scales do not deal directly w ith adolescents, they provided basis for the developm ent o f
two alienation scales specific to adolescents (H eussenstam m , 1971; M ackey, 1975).
H eussenstam m and H oepfiier (1972) believed that alienation included a sense o f
cosm ic outcastness, developm ental estrangem ent, historical loss, and self-estrangem ent.
T hey translated Seem an’s (1959) five dim ensions into operational term s so that they were
m ore applicable to adolescents. M ackey (1975) refined S eem an ’s w ork and com bined
pow erlessness and m eaninglessness into one category called personal incapacity for his
alienation scale.
School-R elated Alienation
K unkel, Thom pson, and M cE lhinney (1973) collected data from 10,000 students
concerning their feelings o f alienation in relation to their schools. They found that the
responses o f the students produced a pattern for each school suggesting that the
im m ediate school environm ent contributed to the am ount o f alienation students
experienced. M ost significantly, students saw little relationship betw een w h at they
learned in school and outside life, m issed school ju st because they did not w ant to com e,
w orked below their ability, saw school regulations as too strict, and were dissatisfied w ith
treatm ent by teachers.
O ther researchers have investigated the contribution o f custodial pupil control
orientation o f high schools to student alienation (R afalides & Hoy, 1971) and school
factors that have a negative effect on students (Travis, 1996). R afalides and H o y (1971)
found a strong relationship betw een school custodialism and a student’s sense o f
alienation. Specifically, custodialism w as m ost positively related to student alienation
w ith respect to norm lessness (e.g., students felt prone to m ake decisions on the basis o f
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potential effectiveness in spite o f rules, regulations, and form al norm s), pow erlessness
(e.g., students felt m anipulated by teachers and adm inistrators and sensed there was little
they could personally do about it), and isolation (e.g., students rejected the school
because other things w ere m ore im portant to them).
These studies focused on students’ sense o f alienation from school and their attitudes
tow ard school. It is im portant that educators not take lightly the im portance o f the school
atm osphere and a student’s sense o f involvem ent and identification w ith the school as
vital factors in educational grow th and developm ent. To date researchers do not offer
clear prescriptions for changing the atm osphere o f public schools, but suggest that
schools need to develop strategies for changing the social clim ate o f the school and begin
to explore the relationship betw een student alienation and other organizational
characteristics in order to m ake schools more attractive to students.
Social Alienation
There is a growing consensus that academic m otivation is not a purely individual,
intrapsychic state, but rather it grow s out o f a com plex web o f social and personal
relationships. W einer (1990) believes that school m otivation cannot be understood apart
from the social fabric in w hich it is embedded. The associations that adolescent students
have w ith social and ethnic groups, their families, and their friends are fundam ental
aspects o f this social fabric (G oodenow & Grady, 1993). A nother potentially im portant
social contextual elem ent is the student’s sense o f belonging in the school, classroom , or
society in general. That is, the extent to which he/she feels personally accepted,
respected, included, and supported by others. This is particularly true in term s o f the
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teachers and other adults w ho interact w ith the student w ithin the school social
environm ent.
The influence o f p eers or friends on student academ ic achievem ent and attitude
tow ard school has b e en noted (Steinberg, D om busch, & B row n, 1992) w ith early
adolescence m arking th e highest point o f conform ity to peers (B em dt, 1979). However,
peer influence can also b e negative in nature (Phelan, D avidson, & C ao, 1991). This may
be m ore com m on am ong students from diverse ethnic backgrounds than W hite students
(Steinberg et al., 1992). A frican A m erican high school students studied by Fordham
(1988) described overt striving for academ ic achievem ent by their peers as acting White.
T hey considered this a sign o f ethnic disloyalty. W hether peer influence is m ore likely to
have a negative im pact on African A m erican o r H ispanic adolescents than on W hite
students from sim ilar socioeconom ic backgrounds has not yet been determ ined
(Goodenow & Grady, 1993).
A more recent approach to understanding social influences on school m otivation,
especially am ong students from culturally and linguistically diverse backgrounds, has
focused on students’ subjective sense o f school belonging (W axm an, H uang, & Padron,
1997). Finn (1989) proposed an identification-participation m odel to account for school
w ithdraw al am ong students who were considered at risk for school failure (e.g., students
w ith disabilities, fem ales, students from low econom ic households, students from urban
neighborhoods, and students who have L im ited-English proficiency). In this model,
students who identify w ith and have a sense o f attachm ent to the school develop a sense
o f belonging that prom otes com m itm ent to school goals and to their ow n engagem ent and
participation in school life. The model suggests that a gradual disengagem ent process
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occurs unless students; ( 1 ) id en tify at least m inim ally w ith th e school, (2 ) feel that they
belong as part o f the school, an d (3) believe them selves to b e w elcom ed, respected, and
valued by others in the school. F in n (1989) m aintains that the usual result o f student
disengagem ent is dropping out o f school.
W ehlage (1989) used the term school m em bership to describ e belonging. He states
that school m em bership is not sim p ly technical enrollm ent, b u t a student’s perception that
others in the school, especially adults, support him /her and believe that he/she is
im portant to the school. T his sen se o f m em bership heavily influences a student’s
com m itm ent to schooling and acceptance o f the educational values held by society
(G oodenow & Grady, 1993). T h e social and interactional p ro cesses (e.g., teacher
distance and proxim al classroom variables) that lead, or fail to lead, to belonging and
com m itm ent am ong students at risk have been targeted as cru cial educational research
areas (K agan, 1990; K ram er-Schlosser, 1992).

Im pact o f A lienation
There have been no system atic national studies concerning student alienation, but
reports dealing w ith vandalism , absenteeism , and declining achievem ent portray large
num bers o f students as being estranged from school (C alabrese, 1987; C alabrese &
Seldin, 1987; M ackey & A hlgren, 1977; N ew m ann, 1981; Staples, 2000; W enz, 1979).
E xam ples o f dedication, school spirit, and satisfaction seem overshadow ed by persistent
reports o f apathy and hostility to w ard school (Davison, et. al., 1999).
A lienation m ay be view ed as a result o f pervasive social forces beyond school, such
as specialization, mobility, bureaucratization, capitalism , or o th e r features o f the m odem
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w orld that fragment hum an experience (N ew m ann, 1981). This perception does not,
how ever, excuse school im provem ent and does not ju stify abandoning the effort to create
less alienating schools. So long as there is a possibility to im prove school life for all
students, schools, and educators have a m oral obligation to do so (N ew m ann, 1981). In
order to create less alienating schools, educators, adm inistrators, and parents m ust
identify the characteristics w ithin schools (e.g., unfair practices, policies, procedures,
treatm ent o f students by teachers and other school personnel) and w ith in the students
m ost at risk (e.g., students from diverse backgrounds and students w ith disabilities) that
exacerbate the feelings o f alienation experienced by students.
Ethnicity
The effects o f school policies, teacher attitudes, and a social organization’s
fundam ental beliefs and/or practices im pact heavily on adolescents from diverse ethnic
backgrounds (DEB) (Fine, 1986). These students are often denied the full benefits o f
m em bership in terms o f course offerings, excellent teachers, and encouragem ent
(C alabrese & Poe, 1990; D avison et al., 1999). Ironically, the schools that have AfricanA m erican, H ispanic-A m erican, and A sian-A m erican students rapidly im pacting the
school population are the ones guilty o f denying th eir students the full benefits o f school
m em bership (Calabrese & Poe, 1990). Schools do not encourage all students to be
successful (Calabrese & Poe, 1990). In fact, the school organization m ay nurture an
environm ent that discourages participation by particular groups o f students (Calabrese &
Poe, 1990; Rum berger & Larson, 1992). For exam ple, students from D EB are
suspended, placed in classes for students w ith em otional disabilities, placed in special
education classes because o f academic failure rather than a learning disability, or drop out
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at a rate that is twice that o f W hite students (C ardenas & First, 1985; M aran. 2000).
These actions occur w ith sufficient frequency to create a feeling o f alienation or
estrangem ent from the school am ong the students (C alabrese & Poe, 1990).
Students from diverse ethnic and linguistic backgrounds are less likely to report a
sense o f m em bership o r bonding w ith their school th an do other students (Calabrese,
1989; Ogbu, 1989). H ispanic students often exhibit less affiliation for school than middle
class or W hite students because they feel alienated from the norm s and values o f
m ainstream education (D elgado-G aitan, 1988). This alienation and resultant poor
achievem ent tends to increase the longer a H ispanic student lives in the U nited States
(Fernandez & Nielsen, 1986). Lack o f affiliation w ith school is also seen in the data that
indicate H ispanic dropouts have higher self-esteem than H ispanic adolescents w ho stay in
school (W ehlage & Rutter, 1986).
D isability
A review o f the literature reveals few studies concerning the alienation o f students
w ith learning disabilities. Professional and parental efforts that focus on social
difficulties am ong students w ith learning disabilities indicate that the greatest need for
intervention lies in the social area o f making friends (M argalit, 1991). This is especially
true o f the social involvem ent process to avoid alienation and loneliness for these
students (M argalit, 1991). A ccording to Vaughn (1985), students w ith learning
disabilities are at risk for being socially rejected and feeling isolated. R elationships with
peers and adults in the school environm ent produce frustrations, a low er self-concept, and
loneliness (Lovitt, 1987). Thus, it is extrem ely im portant that detailed research focusing
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II

on the various aspects o f the social difficulties encountered by these students w hile they
are in school be explored.
Silverm an, L ucas, and G ear (1970) conducted a study investigating the differences
between special and general education students in inclusive settings w ith respect to the
degree o f alienation felt by students. In an extensive review o f the literature, this was the
only study found th a t m ade such a com parison. Significant differences w ere found on all
seven o f the factors com prising the total alienation score. On six o f th e seven factors
(e.g., pow erlessness, anti-social hopelessness, m eaninglessness, psychosocial isolation,
norm lessness, and theoretical general alienation) significant alienation m ain effects were
found for classroom placem ent. This indicates that students in special education classes
w ere m ore alienated than their general education peers. Therefore, it is im portant that
educators continue to question the social efficacy o f separate classroom s for students with
disabilities.
Vaughn and E lbaum (1996) investigated the social functioning and level o f alienation
o f students in inclusive elem entary classroom s. T hey defined alienation as the extent to
which students feel th at they are part o f a com m unity (e.g., the school, th e classroom ) or
have positive affiliations w ith the people in that com m unity. They found that second,
third, and fourth grade students w ith learning disabilities in inclusive classroom s were
less liked and m ore frequently socially isolated than average/high achieving students.
Social isolation, according to Vaughn and E lbaum (1996), is linked to dro p p in g out o f
school. Students so cially alienated fi-om their teachers and peers are m o re at risk o f
leaving school than th o se w ho are not (Finn, 1989), and this is especially true for students
w ith learning disabilities (Seidel & V aughn, 1991).
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From the sparse research available concerning students with disabilities and
alienation, it is evident that students w ith disabilities are at greater risk o f becom ing
socially rejected and alienated w ithin the school setting (V aughn, 1985). T hese students
not only experience frustration, low er self-concepts, and loneliness (Lovitt, 1987), but are
also m ore alienated than th eir general education peers (Silverm an et al., 1970). The
culm ination o f these negative experiences for students w ith disabilities is that they are
highly likely to drop o u t o f school (Finn, 1989; Seidel & V aughn, 1991).

G ender
The research is clear as to the differences in the alienation experienced by m ale and
fem ale students. W hile research results conflict as to the types and levels o f alienation
experienced by m ale and fem ale students, it is apparent that males m ost often experience
m uch higher levels o f alienation than female students. T rusty and D ooley-D ickey (1993)
found that in grades four through eight m ale students w ere consistently m ore alienated
than fem ale students. S hoho (1996) in a study o f 147 eighth-graders found that alienation
betw een fem ale and m ale students to be statistically significant w ith the eighth-grade
m ale students feeling m ore norm lessness than fem ale students. Flowever, there w ere no
significant differences in m ale and female perceptions o f isolation, pow erlessness, and
total alienation. In a stu d y o f rural elem entary and secondary students, Shoho and
Petrisky (1996) found th at m ales felt significantly m ore norm less and pow erless than
fem ale students.
There appears to be conflicting results for g en d er once race is included as a factor.
Trusty and D ooley-D ickey’s (1993) findings did n o t support the existence o f differences
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in the levels o f alienation from school fo r gender/race groups. G ender and race were both
associated w ith alienation, but their jo in t association was w eak. W olfstetter-K ausch and
G aier’s (1981) research investigated gen d er and race as a jo in t association. Because
m any A frican-A m erican families who live in poverty are based on a m atriarchal system,
W olfstetter-K ausch and G aier (1981) hypothesized that the privileged and dom inant
position o f the fem ale w ould cause fem ale adolescents to feel less alienated in school
than m ale adolescents. H ow ever, in th eir study o f A frican-A m erican high school
students (32 fem ales and 26 males) they found that alienation w as pervasive, and that
their hypothesis that fem ale students experienced low er levels o f alienation w as not
supported. In fact, W olfstetter-K ausch and G aier (1981) found that African-American
female students experienced greater feelings o f m eaninglessness coupled w ith higher
feelings o f social isolation. They concluded that A frican-A m erican female students
experience different types o f alienation th an A frican A m erican m ale students
(W olfstetter-K ausch & Gaier, 1981).
R esearch indicates that male students experience higher levels o f alienation than
female students (T rusty & Dooley-Dickey, 1993). R esearch has found that males
experience higher levels o f norm lessness and pow erlessness than females (Shoho, 1996;
Shoho & Petrisky, 1996), but that once race and econom ic backgrounds are considered
the levels o f alienation differ (Trusty & D ooley-D ickey, 1993; W olfstetter-K ausch &
Gaier, 1981). M ore research needs to be conducted in the areas o f gender/race,
gender/econom ics, gender/(dis) ability, gender/school environm ent as joint associations
so that educators can ascertain the levels o f difference betw een factors that m ay exist.
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This inform ation is crucial so that program s and po licies can be im plem ented to help
decrease the feelings o f alienation in these students.

School R acial C om position
Research conducted in racially m ixed schools indicates that student attitudes tow ard
the school environm ent and feelings o f alienation are related to the racial com position o f
the school enrollm ent (G ottlieb & TenH outen, 1965; L ongshore. 1982a; 1982b; Mau.
1989). H ow ever, there is, conflicting research as to w h ich school com position is best for
all students. The research literature continues to debate w h eth er schools with students
froth sim ilar backgrounds are conducive to less student alienation. M au (1989) suggests
that subcultures exist in schools in w hich students from sim ilar ethnic groups (e.g.,
Hawaiian and Filipino) and econom ic backgrounds interact w ith one another. She
maintains that these subcultures w ork to lessen student alienation in school.
Gottlieb and T enH outen (1965) also found that students form ed subcultures in
schools. They found that W hite students w ere most satisfied w ith their school w hen they
attended predom inantly "WTiite schools, but when attending a predom inantly A fricanA m erican school, they expressed feelings o f alienation an d a desire to attend another
school. In the sam e study, A frican A m erican students ex p ressed dissatisfaction when
attending a predom inantly W hite school. The students m ain tain ed that the school had too
m any race problem s. G ottlieb and TenH outen (1965) found that as the proportion o f
A frican-A m erican students increased in the school, a separate social system em erged in
the school w ith each race perceiving equal status.
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L on g sh o re's (1982a) results support the findings o f G ottlieb and T enH outen (1965)
in that he found the attitudes o f A frican-A m erican students concerning th eir school
environm ent to be least favorable when their control o f school was tenuous. Tenuous
w as defined as a situation w hen the proportion o f W hite students to A frican-A m erican
students w as approxim ately 40% or above. L ongshore (1982a) suggests that the feelings
o f the A frican-A m erican students toward th eir school are a response to the control threat
posed by the W hite students in th e school. In a second study. Longshore (1982b)
investigated the relationship betw een school racial com position and the attitudes o f W hite
students tow ard A frican A m erican students in the elem entary school setting. H e found
that W hite hostility tow ard the A frican-A m erican students w as, in part, a response to the
control threat posed b y the school racial com position and that the threat w as the greatest
in schools in which neither group dom inated. L ongshore (1982b) found this pattern to be
especially strong in low er-econom ic schools, large schools, rural schools, southern
schools, and deep-South schools. W hite students in these schools also expressed feelings
o f not belonging, possibly because friendship netw orks w ere more racially separate in
these schools.
In all four o f these studies, student feelings o f not belonging and alienation increased
w ith student perceived loss o f control o f their school due to the racial com position o f the
school (G ottlieb & T enH outen, 1965; Longshore, 1982a; 1982b; M au, 1989). A fricanA m erican and W hite students believed the o th er ethnic group to be a threat w hen their
num bers in the school increased. This resulted in h ig h er levels o f alienation (e.g.,
pow erlessness) in both groups. It m ay be that there is a subculture that form s w hen the
school racial com position is m ore hom ogeneous (e.g., sim ilar economic backgrounds.
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sim ilar ethnic backgrounds) that lessens the need for a pow er structure. W hatever the
case, it is clear from the sparse research in this area that school racial com position is an
im portant factor in the level o f student alienation.

A lienation and D iverse Populations
Students from diverse ethnic and linguistic backgrounds often confront schooling
conditions that m ay cause higher levels o f alienation. Therefore, it is im portant for
school adm inistrators and educators to exam ine school organizational culture and policies
that m ay contribute to high dropout rates. This m ay involve the réévaluation o f
traditional thought that attributes the blame for dropping out to the students them selves,
their families, culture, an d /o r environm ent (C alabrese & Poe, 1990; Felice, 1981; Loo &
R olison, 1986). Finn (1989) proposed that an increased understanding o f alienation from
school and its developm ent m ay lead to m ore effective prevention and intervention
strategies for students m ost at risk for dropping out o f school (e.g., A frican-A m erican
students, Hispanic students, and students w ith disabilities). Several researchers have
studied the reasons behind H ispanic and A frican-A m erican student alienation (C alabrese
& Poe, 1990; D avison et al., 1999; Felice, 1981; Loo & Rolison, 1986; Rum berger, 1983,
1987; R um berger & Larson, 1992; Valverde, 1987; W axm an et al., 1997).
A frican-A m erican Students
Felice (1981) suggested that when an A frican-A m erican student becomes convinced
that he/she is losing the exchange transaction betw een him /her se lf and the school (e.g.,
the costs outw eigh the benefits or the prom ise o f future benefits) he/she com es to feel it is
futile to continue the exchange. Because the legal system forces a student to continue
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engaging in this exchange process, anger and resentm ent b uild up over tim e. W hen it is
legally possible, th e student disengages from the educational relationship and drops out
o f school (Felice, 1981). H ow ever, until they are able to drop out legally, these students
alienate them selves w ithin the school setting.
Loo and R olison (1986) studied the alienation patterns o f students from diverse ethnic
backgrounds on predom inantly W hite university cam puses and found that w hen
compared to W hite students African-Am erican students experience significantly m ore
sociocultural alienation, report greater social isolation, and do not feel the university
reflects their values. A lthough there was no significant difference betw een students from
diverse ethnic backgrounds and W hite students in the proportion o f students w ho had at
some time felt like leaving school, their reasons differed. W hite students w ere influenced
by academic factors, w hereas students from diverse ethnic backgrounds w ere equally
influenced by sociocultural alienation (e.g., lack o f support and socioem otional
dissatisfaction) as w ell as academ ic factors.
Hispanic Students
Valverde (1987) com pared Hispanic dropouts to graduates and found the variables
that distinguished graduates from nongraduates w ere peer group and grades. H ispanic
graduates w ere m ore likely to have vital peer affiliations w ith students w ho believed
getting good grades w as acceptable. Some o f the distinguishing characteristics o f the
dropouts w ere feelings o f alienation, rejection, isolation, and disconnectedness. Hispanic
dropouts in this study w ere unable to bridge the gap th at separated them from obtaining
vital peer affiliations necessary to achieve the goal o f graduating from high school.
W axman et al., (1997) com pared resilient and non-resilient H ispanic students’

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

18
perceptions o f their classroom learning environm ent and instructional learning
environm ent in inner-city schools. Results o f this study indicated that resilient H ispanic
students had significantly higher perceptions o f involvem ent, satisfaction, academ ic selfconcept, and achievem ent m otivation than non-resilient H ispanic students.
D avison et al., (1999) investigated the perceptions o f H ispanic students w ho dropped
out o f school. In their qualitative investigation, p articipants revealed them es o f alienation
and discrim ination that prevented them from co ntinuing in school (e.g., difficulty
obtaining credits needed fo r graduation, econom ic and racial barriers to participation in
school activities, alternative program placem ent for m igrant and special needs students,
low expectations o f teachers and staff, being pushed out o f school, pregnancy, and the
com m unity im pact on th e ir persistence in education).
The underlying them e in current research is that students feel they do not belong to
the school. It appears that students who are A frican A m erican or H ispanic do not
perceive them selves to be reflected in the school culture in w hich they are expected to
function and learn. If A m erican education is to reduce the num ber o f H ispanic and
A frican A m erican students w ho fail to graduate from high school, it m ust identify the
school and student characteristics that lead to their feelings o f alienation.

Consequences o f A lienation
M any schools have a subculture o f students w ho are caught up in a process o f
alienation (Carley, 1994). T hese students retreat b ecau se they are reluctant o r unable to
m aintain a charade o f acceptable behavior in school (C arley, 1994). The behaviors o f
these students are experienced by others as chronic o p position to authority p unctuated by
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frequent suspensions, detentions, m issed days, lateness, com plaints, and conflicts with
adults and peers (C alabrese & Poe, 1990; C alabrese & Seldin, 1987; Carley, 1994;
D avison et al., 1999; Felice, 1981; G oodenow & Grady, 1993; V alverde, 1987; W axm an
et al., 1997). H ostile and resentful students who are contem plating dropping out o f
school acquire negative reputations as their attitudes becom e a transactional phenom enon
in their relationships w ith other students, friends, adm inistrators, teachers, and, often, the
entire student body (Carley, 1994). These young people place them selves and are placed
on the m argin o f the school com m unity w here they can becom e stuck in a negative
m em bership role. This behavior can establish a threshold for dropping out (Carley, 1994;
D avison et al., 1999; Rum berger, 1983, 1987, 1992; Valverde, 1987). Research indicates
that these adolescents are forced into these behavioral choices as a result o f their feelings
o f alienation (Carley, 1994; Rumberger, 1983, 1987; Rum berger & Larson, 1992).
The research dem onstrates that alienation generates negative behaviors in a variety o f
school populations (e.g., students and teachers) and at different school settings (e.g.,
elem entary schools, m iddle schools, high schools, college, rural, suburban, and innercity) (Fetco, 1985; M oyer & Motta, 1982; Shoho, 1996; Steward, G erm ain, & Jackson,
1992; Steward, Jackson, & Jackson, 1990; V aughn & Elbaum, 1996). Student alienation
can be the m ajor causal factor o f frustration, anger, w ithdraw al, despair, depression, and
even suicide (W ynne, 1978) as well as unw anted pregnancies, vandalism , and drug and
alcohol abuse (A lbas, A lbas, & M cCluskey, 1978).
Jessor (1982) believes that engaging in socially inappropriate and undesirable
behaviors is one aspect o f the developm ental transitions o f adolescents. However,
several studies conducted w ith adolescent populations reveal their feelings o f alienation
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are associated w ith problem and deviant behaviors. Feelings o f noninvolvem ent,
isolation, separateness, relative lack o f social pow er, and hopelessness have been shown
in studies o f drug abuse (Svobodny, 1982), teenage pregnancy (Cohen. 1983), eating
disorders (K agan & Squires, 1984), runaways (B enalcazar, 1982), and teenage suicide
(Petrie & C ham berlain, 1983). It appears that there is a causal link betw een adolescent
alienation and behaviors that society deems inappropriate and unacceptable.
The students w ho becom e angry, frustrated, and alienated within the school often
seek and find w ays to release their anger and frustration (Fetco, 1985; M oyer & Motta,
1982; Shoho, 1996; Stew ard et al., 1992; Stew ard et al., 1990; Vaughn & Elbaum , 1996).
These students often react to their feelings o f anger, frustration, and alienation by
becoming violent, jo in in g gangs, and eventually by dropping out o f school.
Violence
Violence in the schools is a grave issue that has been analyzed in terms o f student
tendencies tow ard destructive behavior (Ascher, 1982; Staples, 2000). It is argued that
violence is a heightened m om ent o f awareness em erging out o f the everyday flow o f
experience that seeks to overcom e alienation (Staples, 2000). Thus, students become
infected by apathy, alienation, and violence, because the schools have thw arted their
fundamental yearnings (A scher, 1982; Staples, 2000). Students often lose enthusiasm for
an educational system that does not speak to their need for purpose, and their alienation is
a natural result o f this lack o f m eaningfulness. E d u catio n ’s increased em phasis on
technical know ledge and lack o f concern for the developm ent o f the individual student
fails to address the issues o f creativity, relatedness, and responsibility that can invite the
student into a w orld o f significance (Staples, 2000). B eyond the alienation created by a
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technical curriculum is an increase in the level o f alienation created b y the student’s
perception o f a future that appears to be m eaningless (Ascher, 1982; Felice, 1981;
Staples, 2000). S tudent violence can be a reaction to these feelings o f pow erlessness and
m eaninglessness (A scher, 1982; Staples, 2000). Violence can provide an alienated
student with an outlet to express individual yearnings and despair not given voice in the
educational system (A scher, 1982; Staples, 2000; W ynne, 1978).
G ang M embership
Shoho (1996) exam ined the relationship betw een alienation and gan g m embership in
a group o f eighth-grade students. He found that eighth-grade gang affiliation was
significantly related to high levels o f pow erlessness and norm lessness, but was not
related to feelings o f isolation. It appears that m any adolescents feel pow erless and left
out and, thus, are attracted by the counter-cultural elem ents o f the gang lifestyle
(Calabrese & N oboa, 1995). Gangs are an alternative choice for alienated adolescents
who are dissatisfied w ith dom inant A m erican culture and its norm s (C alabrese & Noboa,
1995; Shoho, 1996). Shoho (1996) found that in gangs students felt a sense o f belonging
and acceptance sim ilar to w hat non-gang students receive w ithin the norm ative structure
o f the traditional school system . It may be that gang m em bers find value in school
through their negative socializations w ith other gang members.
Students who becom e violent or who becom e involved w ith gangs m ay be feeling
alienated w ithin th e ir schools and seek alternate w ays to express them selves. It is
possible that students w ho express themselves through violence are attem pting to regain
som e feeling o f p o w er th at they feel they have lost w ithin the educational system (Shoho,
1996). A lienated students who join gangs find a personal sense o f belonging and
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acceptance w ithin gangs that they do not find w ithin th eir schools. Unfortunately, the
acceptance and belonging found in gang m em bership is p erceiv ed as unacceptable in the
school environm ent and by society.
D ropping Out
The literature is replete w ith inform ation dealing w ith alienation and students
dropping out o f school (C alabrese & Poe, 1990; D avison et al., 1999; Felice, 1981;
K unkel et al., 1973; R um berger & Larson, 1992; Silverm an, et al., 1970; W axm an et al.,
1997). B eginning in the late 1970s and continuing to the present, national dropout rates
have slow ly and steadily declined for all m ajor groups ex cep t H ispanics (Frase, 1989).
D espite this fact, there has been an increase in concern o v er the dropout problem
(R um berger, 1987). R esearchers suggest two reasons for this sense o f urgency with
w hich educators attem pt to tackle the dropout rate. T he first is econom ics. Dropouts
experience higher rates o f unem ploym ent, receive low er earnings, and are more likely to
require social services over th eir lifetim e than high school graduates (Rumberger, 1987;
Stem , Paik, Catterall, & N akata, 1989). The second is dem ographics. Demographic
changes in the United States are increasing the num ber o f persons who traditionally are
m ore likely to drop out o f school (e.g., children fi-om diverse ethnic and linguistic
backgrounds, children living in poverty) (Davison et al., 1999; V alverde, 1987).
Several studies have found that dropouts are m ore likely than other students to report:
(a) Feeling alienated fi'om school, (b) feeling that schools an d teachers do not care about
them , (c) believing that they do not have an adult at school to turn to for help, and (d)
nonparticipation in extracurricular activities (Davison et al., 1999; Firm, 1989; W ehlage
and R utter, 1986). Ekstrom , G oertz, Pollack, & R ock (1986) found that students who
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eventually drop out o f school report more disciplinary problem s, higher absenteeism ,
lower self-concepts, and m ore external locus o f control. The parents o f these students
also report spending less tim e m onitoring their children and that their children seem ed to
feel alienated from their schools.
A lthough specific consequences o f dropping out are difficult to determ ine, m any
factors have been found to be associated w ith school dropouts: (a) alcohol consum ption
(M cCaul, D onaldson, C oladarci, & Davis, 1992), (b) illicit drug use (M ensch & Kandel,
1988), (c) crim inal activity (H artnagel & Krahn, 1989), (d) unem ploym ent (Caliste,
1984), (e) low er lifetim e earnings (Catterall, 1985; R um berger, 1987; Stem et al., 1989),
(f) social and political noninvolvem ent (M cCaul et al., 1992), and (g) low er educational
attainm ent (Ekstrom et al., 1986). Because the causes o f dropping out are m ultifaceted
and com plex (Baker, 1991), R um berger (1987) suggests that understanding the
underlying processes and im plied o r expressed factors as causes for dropping out o f
school could provide inform ation concerning underlying factors (e.g., race/ethnicity,
economic status).
M ann (1986) believes that the com plex web o f factors associated with dropping out
m ay have differing influences on various individuals in various situations, and therefore
make dropping out difficult to understand. H ow ever, Finn (1989) suggests that feelings
o f alienation from school m ay be a com m on factor underlying the dropout process and
that understanding alienation from school m ay help in understanding the dropping out
process.
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Statem ent o f the Problem
B ecause schools as educational entities purport to be psychologically safe
environm ents in w hich equality is the rule rather than the exception, the b e lie f that
education should not m ake students hate school appears to be quite reasonable (Travis,
1995). However, student success or failure is dependent on a m ultitude o f potentially
influential determ inants and no single factor is p ow erful enough to cause a student to
w ithdraw or drop out (T ravis, 1995). Research indicates that a w ide range o f factors
affect individual students in different ways (C alabrese, 1987; C alabrese & Poe, 1990;
C alabrese & Seldin, 1987; D avison et al., 1999; D ean, 1961; Finn, 1989; G oodenow &
Grady, 1993). This research has attem pted to id en tify som e o f the factors that contribute
to the alienation experienced by students in secondary schools to understand how
education can program for students who struggle to fit w ithin the confines o f the
educational system.
The purpose o f this study w as to extend the p resen t research by: (1) analyzing
alienation differences am ong students w ith and w ith o u t disabilities and students from
diverse ethnic backgrounds w ith in different school environm ents (e.g., predom inantly
W hite and predom inantly A frican-A m erican settings), and (2) analyzing the subjective
perceptions o f students concerning their school as a possible contributing factor to school
alienation.
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R esearch Q uestions
School A lienation Factors:
1. W h at are the factors associated w ith alien atio n reported by students attending a
predom inantly A frican-A m erican high school?
2. W h at are the factors associated with alien atio n reported by students attending a
predom inantly W hite h igh school?
Student A lienation Factors:
1. A re there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent between g en d er groups (e.g., m ale vs. fem ale)?
2. A re there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent betw een student placem en t groups (e.g., special
education vs. general education classes)?
3. A re there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent am ong perceived ability groups (e.g., above average,
average, below average)?
4. A re there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent among race/eth n icity groups (e.g., A frican A m erican
and W hite students)?
5. A re there significant differences in pow erlessness, norm lessness,
m eaninglessness, and social estrangem ent am ong p erceiv ed social status groups (e.g.,
above average acceptance, average acceptance, b elo w average acceptance)?
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Significance o f the Study
This research is im portant for several reasons. It contributes to the educational
know ledge base concerning: (1) school factors contributing to student alienation, (2)
student factors contributing to alienation, (3) students w ith disabilities and their feelings
o f alienation (both student and school factors), (4) levels o f alienation am ong students
from diverse ethnic backgrounds, (5) levels o f alienation experienced by students
attending predom inantly W hite and predom inantly A frican-A m erican schools, and (6)
gender and levels o f alienation. Interactions betw een and among school and student
factors w ere exam ined to determ ine differences. T he current literature suggests m any
factors contribute to student alienation and the literature presents methods to prevent
alienation. A lienation research m ust continue as educators becom e responsible for an
increasingly diverse group o f students who reside w ithin their care (Firm, 1989; W axm an
et al., 1997). Because there is no single factor responsible for student alienation,
educators have an ethical responsibility to continue the identification o f school and
student factors that prevent all students from developing to their fullest potential.

Limitations
The lim itations o f this study are:
1. Studies that m ake use o f self-reported data are lim ited in nature in that
participants m ay not be honest w ith their responses because they feel com pelled to give
answ ers that are socially desirable. This may be particularly true for adolescents.
2. The sam ple used in this study w as non-random . T he sam ple was not
proportionally representative o f the national A frican-A m erican, Asian, and H ispanic
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populations, but is representative o f the population in this Southern city and is therefore
generalizable only to this area o f the country.
3. The questionnaire instrum ents used in this study were originally designed and
used w ith secondary students in general and special education settings (K unkel et al.,
1973; M au, 1992). P rior to their use, m odified versions o f these original instrum ents
w ere field tested w ith a sm all subsam ple (N = 8) o f students atten d in g an alternative high
school in a large Southw estern city located in the U nited States, A ll o f the students in the
subsam ple were students w ith disabilities representing diverse ethnic backgrounds (e.g..
W hite, A fiican A m erican, and Hispanic). Persons w ishing to rep licate this study should
field test survey items w ith a larger subsam ple o f students.
4. Classroom teachers distributed and collected the questionnaire instrum ents and
the demographic survey. It is possible that students, out o f fear th at th eir teacher would
read their responses, selected answers that m ay not accurately reflect their true feelings.
5. Because o f the dem ographics o f the school district in w h ich these data were
collected, it was not possible to obtain a large enough sample o f A sian and Hispanic
students. Therefore, the inform ation presented relative to those populations o f students
m ay not be statistically significant and further research may be n eed ed concerning school
and student alienation factors for Asian and H ispanic students.

Sum m ary
Social scientists, w riters, and educators have view ed alienation, objectively and
subjectively, as a by-product o f m odem society. C learly, m odem adolescent life is rife
w ith alienating aspects and o u r schools are also affected. R elationships at school (e.g.,

Reproduced with permission ot the copyright owner. Further reproduction prohibited without permission.

28

student-student, student-educator, and even educator-educator) have becom e objectively
and subjectively alienating as num bers take the place o f nam es and standardized tests and
high stakes m easures are used as the m o st efficient m eans o f decision-m aking (Ascher,
1982).
Am ong the m anifestations o f student alienation are feelings o f pow erlessness,
m eaninglessness, norm lessness, and social isolation (Dean, 1961; M ackey, 1977a; 1977b;
Newm ann, 1981). T hese feelings are o ften cited as the hazards o f big city schools,
perceptions o f unfair treatm ent by educators and other school personnel, lack o f parental
involvem ent in the stu d en t’s education, and controlling school environm ents.
Students and even faculty/staff in m an y schools are filled w ith potentially
antagonizing subgroups that, though th ey m ay com ply w ith the sch o o l’s basic demands,
create a school that does not cooperate to attain shared goals (C usick, 1973). Because o f
the multiethnic, linguistic, and varied ab ility environm ents, A m erican schools have
developed a low level o f consensus that m ay increase feelings o f alienation particularly
am ong persons from diverse ethnic and linguistic backgrounds, fem ale students, students
w ith disabilities, and students living in poverty.
It is clear that efforts at school im provem ent such as increasing the role o f
students in decision-m aking, individualized instruction, and hum anizing school climate
can be seen as attem pts to reduce student alienation (N ew m ann, 1981). H ow ever, even
w ith these efforts the research indicates that there is a pattem o f increased adolescent
m aladaptive coping behaviors associated w ith feelings o f isolation, inadequacy, and
inability to deal w ith problem s at school and at hom e (Fetro, 1985; W ilson, 1989). More
research is needed to assist schools, educators, and parents in their aw areness and
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understanding o f th ese feelings o f alienation. From this aw areness and understanding,
program s and policies can be developed that m ay better m eet the social as well as
em otional needs o f students and increase their engagem ent in the schooling process.

D efinitions
The follow ing term s and definitions w ere used in this study. Precise definitions
o f term s are critical to understanding the procedures and results o f this study.
A lienation. A lienation is the relationship an individual has w ith his/her work,
social setting, or self. It m ay be represented as a sense o f im potence, isolation, refusal to
accept prevailing norm s, or a lack o f m eaning in daily activities (C alabrese & Seldin,
1986; Dean, 1961).
Anti-Social H opelessness. A nti-social hopelessness signifies an alienative mode
o f adjustm ent. This m ay involve the student focusing on a hopeless future and the
baseness o f hum an nature (Silverman et al., 1970).
Conformity. Signifies an anti-alienative m ode o f adjustm ent. This includes: (a)
w ork is o f prim e im portance, (b) ability counts, (c) school is useful, (d) life is
w orthw hile, and (e) fam ily is reliable and easily accessible (Silverm an et al., 1970).
Cultural Estrangem ent. Cultural Estrangem ent is a voluntary rejection o f the
m iddle class value system (Loughrey & H arris, 1992). These students often feel that they
develop less at school (Loughrey & Harris, 1992).
G uidelessness. Guidelessness is a sense that norms or accepted rules that guide
behavior are not available (Loughrey & H arris, 1992). This is a student w ho has no one
to lead him /her in the right direction.
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H opeful Friendliness. H opeful friendliness is co u n ter to hopelessness. Hopeful
friendliness involves optim istism that the future is p o sited w ith understanding among
peoples (Silverm an et al., 1970).
M eaninglessness. M eaninglessness denotes an inability on the part o f the student
to predict outcom es. A student w ho experiences m eaninglessness exhibits a lack o f
understanding o f the school activities in which he/she is engaged. This involves the
student feeling unsure that school w ill contribute to h is/h er future (Rafalides & Hoy,
1971). M eaninglessness often results in a student rely in g on luck and chance because o f
his/her b e lie f that rules do not alw ays apply (Silverm an et al., 1970).
N orm lessness. N orm lessness is the loss o f socialized values that m ay give
m eaning o r purpose to life (D ean, 1961). It is in n orm lessness that one finds approval
for breaking the rules o f society, em phasis on getting ahead, and a superficial conform ity
for appearance sake (Silverm an et al., 1970).
Personal Incapacity. Personal incapacity involves feelings o f incompetence in
dealing w ith the social w orld (M ackey, 1977a; M ackey, 1977b). A person alienated in
the sense o f personal incapacity often feels lonely and helpless in the face o f problems
and is not inclined to trust others (M ackey, 1977a; M ackey, 1977b).
P essim ism and N egativism . Pessimism and negativism are the individual’s sense
o f dissatisfaction w ith the status quo. This dissatisfaction is often exhibited by an
unfavorable perception o f society (W olfstetter-K ausch & G aier, 1981).
Pow erlessness. Pow erlessness is an interpersonal interpretation o f a situation in
which one subjectively feels no control over desired outcom es (D ean, 1961). This m ay
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involve confusion o f ideas th at often leads to self-estrangem ent and isolation and can
result in m anipulation by others (Silverm an et al., 1970).
Psvchosocial Isolation. In psychosocial isolation physical and m ental
separateness is stressed. T he student perceives aloneness as a m ode o f existence
(S ilverm an et al., 1970).
R ole Estrangem ent. R o le estrangem ent is the ad o lescen t’s sense o f being related
solely through social roles (e.g., as a student). The stu d en t perceives that his/her
authentic s e lf is not valued b u t only his/her contrived perform ances (Silverm an et al.,
1970).
Short-run H edonism . Short-run hedonism describes an inability o r unwillingness
to delay gratification. This involves a focus on the p resen t w ith little regard for the future
(W olfstetter-K ausch & G aier, 1981).
Social Isolation/Estrangem ent. Social isolation/estrangem ent involves feelings o f
loneliness o r separation from group norm s or standards (D ean, 1961). This m ay include
physical and/or m ental separateness from the group and result in a student w ho spends an
inordinate am ount o f time alone (Silverm an et al., 1970).
T heoretical General A lienation. Theoretical general alienation involves the
characteristics o f pow erlessness, norm lessness, psychosocial isolation, self-estrangem ent,
hopelessness, m eaninglessness, and alienation from institutional settings (D ean, 1961;
Seem an 1959; Silverm an et al., 1970).
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C H A PTE R TW O

R EV IE W OF R ELA TED LITER A TU R E
Introduction
O ver the past 40 years, m uch has been learned about school and student alienation.
Researchers have investigated factors such as gender, age, school contexts, race/ethnicity,
neighborhood environm ent, grade level, and ability level that they believe m ay contribute
to increased feelings o f alienation in students. Before 1980 m ost research focused on the
developm ent o f m easurem ent scales to assess the dom ains involved in adolescent
alienation (D ean, 1961; H eussenstam m & H oepfher, 1972; M ackey, 1975; Seem an,
1959).
B eginning in th e late 1960s and early 1970s, researchers started to question the
possible role o f the school environm ent in the developm ent o f alienation in adolescents
(Kunkel et al., 1973; R afalides & Hoy, 1971). The researchers found that there were
factors w ithin the im m ediate school environm ent that contributed to increased levels o f
alienation in students. T hese factors were student autonom y, school custodialism , school
racial com positions, strict school regulations, and student beliefs that there w as no
relationship betw een school learning and their lives outside o f school.
D uring this period, researchers began to explore the factors w ithin individual students
that m ight contribute, in som e m anner, to increased feelings o f alienation. T he research
began to focus on factors such as social and personal relationships, academ ic m otivation.
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sense o f belonging, p e e r and parental involvem ent/influence, race/ethnicity, gender,
disability, and age (B em dt, 1979; Fordham, 1988; G oodenow & Grady, 1993; Phelan et
al., 1991; Steinberg et al., 1992).
C urrent research indicates that w hatever the specific reason(s) for the increased
alienation o f adolescents, the feeling o f alienation can lead to violence, apathy,
disengagem ent, and eventually the decision to drop out o f school (C alabrese & Noboa,
1995; Calabrese & Poe, 1990; Felice, 1981; Shoho, 1996; Silverm an et al., 1970; Staples,
2000). W hile m any factors have been identified, no one factor has been found to
contribute to student alienation more than another factor. Because o f this, it is imperative
that educators and o th er school personnel continue to investigate all know n school
factors, and their jo in t associations (e.g., gender/disability, ethnicity/school environment),
to determ ine the im pact o f each on an individual stu d en t’s level o f alienation.

School R elated A lienation
A discussion o f cause and effect, especially one suggesting that a solitary factor will
definitely lead to student alienation, is arguable. Therefore, each o f the influences
discussed are cited as possible contributors to student alienation. The follow ing
descriptive factors are grounded in literature related to school environm ent (Kunkel et al.,
1973), pupil control orientation (Calabrese & Seldin, 1987; Rafalides & Hoy, 1971),
school practices and policies (Mau, 1989), and school contexts (e.g., high school
students, public school teachers, college students, ability groups, and econom ic status)
(C alabrese & Seldin, 1987; M au, 1989). B ecause research does indicate that each factor
has the potential to contribute to increased levels o f alienation in som e students, it is
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im portant for educators to be aw are o f each factor’s p o w er in the lives o f children and
youth.
School E nvironm ent
T he concept o f the school environm ent as a contributing factor to student alienation is
not new . K unkel et al., (1973) exam ined the school as an institution (e.g., student
perceptions about the relevancy o f w hat they learn in school) and according to the
influence o f teachers (e.g., student perceptions about th ey w ay they are treated by
teachers and other school personnel) to ascertain high school stu d en ts’ feelings related to
their school. H is findings w ere b ased on w hat students, teachers, and other personnel
believe to be happening to them in the school environm ent. T he pattem produced from
student responses indicated that th e school environm ent w as a contributing factor to the
am ount o f alienation in students.
The K unkel et al. (1973) research study was designed to determ ine student feelings o f
alienation as related to their schools. The study involved 10,600 students who attended
twelve high schools in eleven districts in northw est Indiana. The schools in the study
varied from very new and adequate to nearly three-quarters o f a century old. The
population o f the schools ranged from those attended by m o stly W hite students, to
schools in w hich h a lf o f the students w ere A frican-A m erican and/or Spanish-speaking
students. T he size o f the high schools varied from 500 to 1,675 students.
A 23-item , researcher-designed questionnaire was used to elicit responses relative to
student feelings about the school environm ent. It w as a Likert-type questionnaire,
how ever all o f the responses w ere not consistent across questions/statem ents.
Educational outcom es (e.g., liking the school, relevancy o f curriculum ) were reported
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that had not developed from planned instruction on the part o f the school, but resulted
from the unexam ined behaviors o f teachers (e.g., com plim enting students), adm inistrators
(e.g., speaking to sm dents), and students (e.g., staying aw ay from school). Kunkel et al..
(1973) term ed this concept school-related alienation and the pattem for each school
suggested that the im m ediate school environm ent w as a contributing factor to the am ount
o f student alienation. The data from this study did not identify a specific group (e.g.,
ethnicity, gender, or grade level) o f students in the schools, but it did report the
perceptions o f students in all tw elve o f the schools.
E valuations w ere based on descriptions by students, teachers, and other personnel as
to their beliefs concerning w h at they perceived w as happening in th e school. Each item
on the questiorm aire was scored for each o f the tw elve schools and item s w ere reported
for buildings at the first quartile (the score separating the lower 25% o f the distribution
from the rest), the median (a score w ith 50% o f the distribution below it), the third
quartile (the score that divides th e bottom 75% o f the distribution from the top quarter),
and the range (the distance b etw een the largest score and the sm allest on the distribution).
K unkel et al. (1973) found th a t high school students varied in th eir levels o f
alienation, but evidence o f alienation existed in each o f the twelve schools in the study.
O ver h a lf o f the students felt th at what they learned in school w as contradictory to their
out-of-school learning. Forty p ercent o f the students stated that they: (a) w ere working
below th e ir ability in school, (b) had m issed one o r m ore days o f school ju st because they
did not w ant to com e to school, (c) saw teachers as dictators telling students what to do,
and, (d) did not rem em ber a teach er com plim ent being paid to them . Thirty-three percent
o f the students believed that th eir school did not deal w ith im portant problem s in their
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com m unity, w hile 25% o f the students saw the school regulations as too strict and
believed som eone o r som ething in the school stopped him /her from getting ahead in
school. Tw enty percent o f the students indicated that they had no pride in their school
experiences, saw school content as m issing the im portant problem s o f the U nited States,
would like to stay aw ay from school because they did no t w ant to go, were dissatisfied
with treatm ent by teachers, had trouble pleasing teachers, and never talked to their
parents about school o r school w ork. Seventeen percent o f the students ju d g ed school
content to miss personal problem s, their questions, and stated that they had difficulty
com pleting school w ork on tim e. In addition, 14% o f the students did not know the value
their parents placed on school, w hile 5% o f the students indicated that their parents did
not care how they did in school. In this study, 7% o f th e total students surveyed said that
they w ould quit school im m ediately if it were possible to do so.
The authors concluded that there are possible m odifications (e.g., allow students to
participate in decision-m aking, m ake homework relevant, increase teachers
encouragem ent) to the school environm ent that m ight reduce the sense o f student
alienation. They suggest that schools examine regulations and faculty-staff behavior
patterns to elim inate situations in which students are victim ized by the institution. In
short, K unkel et al., (1973) suggest that schools exam ine and possibly m odify processes,
content, and personal relationships that seem to alienate a significant num ber o f students.
The authors m aintain that w ith these m odifications students can begin to thrive w ithin the
school setting.
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Pupil C ontrol O rientation
Two o f the m ost perplexing problem s that confront m o st high schools today are
control o f students and alienation o f students (Rafalides & H oy, 1971). Research in these
areas is not new . W hat is new is the relationship betw een the tw o and few studies have
been conducted that investigate the relationship betw een the tw o. R afalides and Hoy
(1971) conducted research to determ ine w hat relationship, i f any, exists between control
o f students and alienation o f students. They considered the role played by the perceived
lack o f control over o n e ’s environm ent in the increased level o f alienation in students.
Calabrese and Seldin (1987) studied control and alienation w ithin the contexts o f high
school, college, and public school teachers. They confirm ed the research o f Rafalides
and Hoy (1971) finding that low perceptions o f environm ental control leads to increased
alienation.
Rafalides and H oy (1971) conducted research to determ ine the relationship between
pupil control orientation o f their high school and aspects o f student alienation. Forty-five
high schools from diverse ethnic and economic com m unities participated in this study.
The size o f the high schools ranged from 404 to 2,204 students w ith an average o f 1,240
students per school. The researchers believed that schools characterized by a hum anistic
pupil control orientation w ould foster opportunities for m eaningful and authentic social
relations and thereby produce a situation that is com patible w ith the positive com m itm ent
o f students to their teachers and school. Rafalides and H o y (1971 ) believed that the
opposite w as also true. That is, custodial pupil orientation o f a school w ould make
student identification w ith school personnel difficult. T herefore, th ey formulated six
hypotheses to guide their research: (1) the more custodial the pupil control orientation o f
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the high school, the greater the total alienation o f the high school students, (2) the more
custodial the pupil control orientation o f the high school, the greater the sense o f
norm lessness o f the high school students, (3) the m ore custodial the pupil control
orientation o f the high school, the greater the sense o f pow erlessness o f the high school
students, (4) the m ore custodial the pupil control orientation o f the high school, the
greater th e sense o f m eaninglessness o f the high school students, (5) the m ore custodial
the pupil control orientation o f the high school, the greater the sense o f isolation o f the
high school students, and (6) the more custodial the pupil control o rien tatio n o f the high
school, th e greater the sense o f self-estrangem ent o f the high school students.
Students w ere adm inistered the Pupil C ontrol Ideology Form (PCI) (W illow er, Eidell,
& Hoy, 1967) to m easure the pupil control orientation o f the high schools in the study.
The PC I consists o f tw enty Likert-type items, scored from 5 (strongly agree) to 1
(strongly disagree). The higher the total score, the m ore custodial the orientation o f the
school w hich indicates that a student feels they have less control w ithin the school
environm ent. The 60-item , Likert-type, Pupil A ttitude Q uestionnaire (PA Q ) (W illow er et
al., 1967) w as also adm inistered to the students. It w as designed to assess the dim ensions
o f student alienation: (a) norm lessness, (b) pow erlessness, (c) m eaninglessness, (d)
isolation, and (e) self-estrangem ent. The PA Q contains five subtests that m easure each o f
the five alienation com ponents identified by Seem an (1959).
The m ean PC I score, the degree o f custodialism in pupil control orientation, for each
high school as w ell as the m ean school score for each o f the variants o f student alienation
(e.g., total alienation, norm lessness, m eaninglessness, isolation, pow erlessness, and
estrangem ent) w ere calculated. Pearson product-m om ent coefficients o f the correlation
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betw een m ean school custodialism scores and m ean student alienation scores were
com puted to test the m ajor hypotheses o f the study. The researchers had already
predicted the direction o f the relationships in their hypotheses therefore one-tailed tests o f
significance w ere used to determ ine the level o f significance.
T he results o f the tests o f hypotheses indicated, w ith the exception o f
m eaninglessness that there w as support for the basic hypotheses o f the study.
C ustodialism in the pupil control orientation o f the school correlated significantly with
student sense o f norm lessness, pow erlessness, isolation, and total alienation. The
relationship betw een student sense o f self-estrangem ent and pupil control orientation o f
the school w as in th e predicted direction but was not statistically significant. The
dim ension o f norm lessness appeared to have the strongest relationship betw een
custodialism and sense o f alienation in this study. A ccording to R afalides and H oy
(1971), these particular students are prone to m ake decisions based on their potential
effectiveness in spite o f rules, regulations, and form al norm s.
These findings led the researchers to conclude that a high school saturated w ith a
custodial pupil control orientation generally does not provide an atm osphere conducive to
positive com m itm ent on the part o f students and their teachers. In fact, custodial pupil
control orientation appears to m ake identification w ith the school m ore difficult
(R afalides & Hoy, 1971). This research also supported the m ulti-dim ensional (e.g.,
pow erlessness, norm lessness, m eaninglessness, isolation, estrangem ent) nature o f
alienation and indicated that high schools m ay be alienating in one dim ension and not in
another dim ension.
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In a later study, C alabrese and Seldin (1987) investigated pupil control orientation
across different school contexts (e.g., public school teachers, high school students, and
college students). They exam ined the nature o f the decreasing levels o f control across the
three groups and believed that high school students, college students, and public school
teachers illustrate a pattern o f decreasing levels o f control. T hat is to say, high school
students are the m ost alienated because they are under the direct control o f their teachers
for six hours a day. C ollege students have a bit m ore freedom in term s o f choosing their
course o f study and their physical movement, but the college m aintains control o f the
credential and the m eans to getting that credential. A ccording to Calabrese and Seldin
(1987), public school teachers have greater levels o f autonom y and often have exclusive
pow er over curricula and m ethodology. Teachers can choose to relinquish pow er by
follow ing district m andates and direction or they can m aintain pow er by violating the
rules o f the institution.
Four hundred and four participants (270 females and 134 m ales) from the three
school contexts (high school, college, and public school teachers) participated in the
study. T here were 256 high school students, 72 college students, and 76 teachers. The
participants were adm inistered the 24-item Dean A lienation Scale (Dean, 1961) to
m easure their levels o f alienation. The scale is a five-point Likert scale (strongly agree to
strongly disagree) designed to m easure the levels o f pow erlessness, norm lessness, and
isolation. The sum o f the three level scores indicates a p articip an t’s total alienation score.
The d ata were analyzed b y using analysis o f variance (A N O V A ) between groups on
each o f the dim ensions o f alienation and total alienation. The A N O V A revealed that
there w as significance betw een groups on total alienation, isolation, norm lessness, and
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pow erlessness. T -tests w ere then used to com pare each o f the m easured contexts (e.g..
high school, college, and teachers) against each other. In all bu t tw o o f the cases, the
level o f significance w as greater than g < .001. The researchers found no significant
differences betw een college students and teachers on the dim ension o f isolation and high
school students w ere significan tly m ore powerless than college students, but at the p <
.05 level.
C alabrese and Seldin (1987) concluded that there w ere significant differences in each
m easured dim ension o f alienation am ong educational contexts and those significant
differences w ere in inverse proportion to the degree o f control the school environm ent
exerted ov er each context. F o r exam ple, the higher levels o f alienation in high school
students m ay be attributed to th e low level o f control given to adolescents by schools.
The researchers contend th a t schools control the lives o f students through rules and
regulations that are developed and im plem ented w ith m inim al student input. C ollege
students tend to be less restricted than high school students that m ay account for their
lower isolation scores. T eachers w ere the least alienated o f the three groups. T he
researchers feel that their low er levels o f alienation m ay be due to their lifelong
involvem ent with the educational bureaucracy that has enabled them to develop coping
skills to deal with those bureaucracies.
C alabrese and Seldin (1987) and Rafalides and H oy (1971) also agree that pupil
control orientation is a contributing factor in increased levels o f student alienation. The
researchers believe that schools should take measures to alleviate this alienation in
students b y teaching coping skills, allow ing students to p articipate in the m ajor decision-
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m aking processes o f the school, and allow students to review the school rules and
regulations w ith the appropriate persons.
School Contexts
Previous studies have linked student alienation to the school contexts (e.g., high
school, college, low -econom ic neighborhood school, high econom ic schools) in which
students find them selves (M ackey & Ahlgren, 1977; M au, 1989; R afalides & Hoy, 1987).
M ackey and A hlgren (1977) exam ined student alienation w ithin the context o f the overall
econom ic level o f students at different schools (e.g., large city, suburban, and rural).
M au (1989) exam ined student m ultiple variables (e.g., econom ic status, grade point
average, ethnicity, relationships w ith teachers, relationships w ith peers, and tracking)
w ithin schools. A nd, R afalides and Hoy (1971) exam ined alienation across age groups
(e.g., high school, college, and public school teachers). The research in this area, while
not recent, does indicate that the school context is linked to increased levels o f alienation
in adolescents.
M ackey and A hlgren (1977) conducted a five-part study in an attem pt to structure
several loosely defined dom ains o f alienation through a correlational study o f the
interrelationships am ong alienation com ponents (e.g., pow erlessness, role estrangement,
m eaninglessness, guidelessness, and cultural estrangem ent) and then through dimensions
o f discrim ination am ong social groups (e.g., m ore advantaged as com pared to less
advantaged students). T he student sample consisted o f 500 adolescents (242 m ales and
258 fem ales) enrolled in ninth and tenth grade. T hey attended schools located in a
suburban area and a rural com m unity.
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A researcher-constructed, Likert-type, 94-item questionnaire was designed to measure
the five dom ains o f adolescent alienation (e.g., pow erlessness, role estrangem ent,
m eaninglessness, guidelessness, and cultural estrangem ent). There w ere 18 items for
each o f the five dom ains o f alienation. In addition to the adolescent alienation item data
obtained, data on five independent variables (e.g., perceived ability, gender, parent
occupation, parent education, and com m unity type) w ere also collected. The independent
variables were collected to determ ine w hich aspects o f economic status w ere most
relevant to a student’s expression o f alienation.
Principal com ponents analysis with varim ax rotation was perform ed on the entire
sam ple o f 500 participants. This type o f analysis allow ed the researchers to determine
the best characterizations o f response patterns. R esults indicated that the set o f high
loading items for the three rotated factors (e.g., cultural estrangem ent, guidelessness,
personal incapacity) w as congruent with the researchers’ theoretical structure o f
alienation. Personal incapacity was not one o f the original measures. It evolved from a
com bination o f pow erlessness and m eaningless. From this analysis it w as determined
that a three factor (personal incapacity, cultural estrangem ent, and guidelessness) solution
w ould be m ost interpretable. These three factors accounted for 55% o f the total variance.
B ecause o f correlations am ong the five independent variables, one-w ay analyses o f
variance were run on each o f the five independent variables (e.g., perceived ability,
gender, parent occupation, parent education, and com m unity type). T hese were run
separately for each o f the three dimensions o f alienation as criteria, giving 15 one-way
analyses o f variance (A N O V A s) in all. The univariate results indicated a clearly
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significant m ultivariate relation: o f the 15 one-w ay A N O V As, seven show ed significant
differences betw een groups at the p < .001 level, and four m ore at the p < 05 levels
The results indicate that there were significant differences am ong ability groups in
personal incapacity and guidelessness at the p <. 001 level. The hig h er the perceived
ability, the low er the sense o f personal incapacity and guidelessness. T he differences in
cultural estrangem ent am ong the three groups w ere significant at the p <. 01 level.
However, this significance was not in the predicted direction. The average ability
students w ere less estranged from m iddle class values than the above average students.
The difference in personal incapacity am ong the three occupational groups
(professional, sk illed labor, and unskilled labor) w ere significant at th e p < .01 level in
the predicted direction. T hat is, adolescents from hom es w ith professional parents w ere
less subject to feelings o f personal incapacity. The differences in personal incapacity and
guidelessness am ong the three educational groups (college, high school, and grade
school) w ere significant at the p < .001 level in the predicted direction. A dolescents from
homes w here the educational level o f the head o f the household w as high were less
subject to feelings o f guidelessness than w ere adolescents w ith less educated parents.
Feelings o f cultural estrangem ent among the three groups w ere not significant but w ere in
the predicted direction. A dolescents who perceived them selves as below average in
ability w ere m ore subject to feelings o f cultural estrangem ent than w ere adolescents w ith
above average abilities. T he difference in personal incapacity am ong the com m unity
groups (suburban, w orking class city, inner city, and rural) w ere significant at the
P < .001 level. R esearchers found that the h ig h er the average incom e o f a com m unity,

the less likely th e adolescents were to feel personal incapacity. The differences in
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guidelessness am ong the four com m unity groups were significant at the g < .01 level. In
this area, the m ean differences indicated that the more advantaged the com munity, the
less the adolescents in the com m unity felt guideless. T he only exception was the group
o f students from the inner-city neighborhoods. These students felt a sense o f
guidelessness som ew hat m ore than the m ore advantaged students (M ackey & Ahlgren,
1977). There was no significant difference betw een genders on p ersonal incapacity and
cultural estrangem ent, how ever, the difference betw een the scores on guidelessness was
significant at the p < .01 level. Fem ale students indicated that th e y felt a huge gap
betw een their am bitions and the m eans to achieve them.
M ackey and A hlgren (1977) concluded from their analyses th at adolescent alienation
was characterized b y three independent dim ensions (e.g., guidelessness, cultural
estrangem ent, and personal incapacity). T hey m aintained that g reater facility in
m easuring alienation could lead to the identification o f groups o r individuals (e.g., groups
from disadvantaged neighborhood schools) w ho w ould benefit from special instruction or
counseling.
Calabrese and Seldin (1987) investigated the effects o f the school organization on the
levels o f alienation am ong students in various school contexts (h ig h school students,
college students, and public school teachers). The study included 404 participants (256
high school students, 72 college students, and 76 public school teachers). O f the 404
participants, 270 w ere fem ales and 134 w ere m ales. The p articip an ts w ere selected from
the three school contexts and com pleted the D ean A lienation Scale (D ean, 1959) in order
to ascertain levels o f alienation across three dim ensions (pow erlessness, isolation, and
norm lessness). The researchers believed that an inverse relationship existed between
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levels o f alienation and age. That is, high school students w ould be the m ost alienated,
public school teachers the least, and college students w ould fall som ewhere in betw een
the tw o groups.
T he data w ere analyzed using an analysis o f variance (A N O V A ) between groups on
each o f the dim ensions o f alienation (e.g., pow erlessness, norm lessness, and social
isolation) and the total alienation. The r-tests were then used to compare the school
contexts against each other. The t-tests indicated that level o f alienation am ong the three
school contexts (high school students, college students, public school teachers) are
inversely related to age and the length o f tim e the participants had participated in the
educational process. Total alienation was significant betw een groups. Isolation,
norm lessness, and pow erlessness w ere significant betw een groups. There was no
significant difference between college students and teachers in term s o f isolation. High
school students w ere significantly m ore pow erless than college students at the p < .05
level.
C alabrese and Seldin (1987) concluded that there is evidence that alienation exists in
all three o f th e school contexts studied. G iven this evidence, school organizations m ust
realize that adolescents appear to be the m ost alienated and the m ost at risk for alienation.
They suggest that schools m ay consider alienation as a causal factor, but that schools
seldom take it seriously because to date the link betw een serious deviant behavior and
alienation has only been inferred (C alabrese & Seldin, 1987). It m ay also be that
alienation levels am ong the three contexts lim its the effectiveness o f the educational
institution and this lim itation m ay have the greatest negative im pact on the public high
school students and teachers because they operate in the sam e environment.
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M au (1989) exam ined the relationship betw een stu d en t alienation and school
variables/context. These variables: (I) the m eritocratic grading system, (2) curriculum
tracking, (3) the com position o f neighborhood schools, and (4) student relationships with
teachers and peers. M au attem pted to determ ine a link b etw een neighborhood school
policies, school practices that stratify students, and student relationships w ith teachers.
In order to understand the link betw een student alienation and school factors, data
were collected from three high schools in Hawaii w here different ethnic and econom ic
status groups live in close proxim ity. In all, three schools participated in the study.
School 1 w as located in a low -econom ic area where m o st o f the students w ere H aw aiian
or Filipino and about h a lf o f th e graduates go to college. School 2 was located in a low er
m iddle-econom ic neighborhood and had a large num ber o f im m igrants from Southeast
Asia (m ostly from Japan and C hina). A pproxim ately 62% o f School 2 graduates w ent to
college. School 3 was located in a higher m iddle-econom ic neighborhood w here m ost o f
the students w ere Japanese, C hinese, or W hite and 76% o f the school’s graduates w ent to
college.
N ine hundred and eighty-seven questionnaires w ere com pleted by ninth, tenth, and
eleventh-graders at the three schools. The 15-item questionnaire was designed b y the
researcher to ascertain inform ation pertained to student econom ic status, ethnicity,
relationships w ith teachers, relationships with peers, and eight item s pertaining to
alienation in a school context (e.g., pow erlessness, norm lessness, m eaninglessness, and
social estrangem ent). Q uestionnaire items were a com bination o f questions used in
previous studies (e.g., M ackey & A hlgren, 1977; R afalides & Hoy, 1971). In addition to
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the 15 questionnaire item s, student inform ation w as obtained from transcripts pertaining
to grade point average and student tracking.
D ata analysis exam ined the relationship betw een the school variables o f m eritocratic
achievem ent, tracking, econom ic status, ethnicity, relationships w ith teachers, and
relationships w ith peers in the three schools. T he dependent variable, alienation, was
m easured in term s o f feelings o f powerless, m eaningless, norm less, and/or socially
estranged. A nalyses provided regression estim ates for the independent variables and a
second analysis exam ined a cross-tabulation o f the variables across all schools and within
each school.
R esults from the regression estimates revealed significant chi-square values for all
independent variables except econom ic status. T he independent variables w ere ranked
according to their effect on student alienation. B oth th e school practice o f tracking
students by curricula (rank 1) and m eritocratic grading (rank 4) had an effect on student
alienation. M au (1989) stated that students in this stu d y perceived their position in a
school context accurately because they com pared them selves w ith others characterized by
some average level o f perform ance. For exam ple, a student in a potential dropout
program w ould have com pared him /herself w ith others in a sim ilar program . T he other
regression estim ates in order w ere: relationships w ith peers (rank 2), relationships w ith
teachers (rank 3), and econom ic status (rank 5). R egression coefficients revealed that
peers have a great influence ov er student b eh av io r and feelings in and from school,
student relationships w ith teachers appeared to b e linked to alienation in a school context,
and the low er the econom ic status o f the student the m ore alienated the student w as as
compared to their peers from m iddle-econom ic backgrounds.
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The second part o f the data analysis provided a closer exam ination o f the relationship
between school-related variables and student alienation across the three school contexts.
A sum m ary o f the cross-tabulation revealed percentages for all students and for alienated
students across the three schools and the six variables. Results indicated that low
achievers (53% ) felt alienated in school w hen compared to high achievers (35%) and the
findings are substantiated across the three schools, in School 1 (low -econom ic status)
47% o f the low achievers indicated they felt alienated, in School 2 (low er middle
econom ic) 54% o f the low achievers feeling alienated, and in School 3 (higher m iddle
econom ic) 56% o f th e low achievers indicated they felt alienated. T racking was also
linked to feelings o f alienation in this study. Fifty-six percent o f the students in the
general-track felt alienated com pared to only 33% o f the students in the college-prep
track. The pattern indicating that the students from low-economic backgrounds felt m ore
alienated than those students fi-om m iddle-econom ic backgrounds appeared in all o f the
schools in this study.
Sim ilar proportions o f students felt alienated when it cam e to ethnicity. Forty-four
percent o f the students fi-om the East A sian groups (e.g., Chinese, Japanese, and K orean)
felt alienated, as com pared to only 42% o f the non-east Asian groups. Fifty-one percent
o f the alienated students felt that teachers w ere unfair. Across schools, 41% o f the
alienated students felt that teachers w ere unfair in low economic schools, 57% in lowm iddle econom ic schools, and 51% in high-m iddle economic schools.
Fifty-four percent o f all students in the three schools who reported relating to peers
w ho did not support school norms felt alienated. This pattern w as confirm ed across
schools as well. Fifty-eight percent o f the students at School 3, 57% o f the students in
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School 2, and 38% o f the students in School 1 who reported belo n g in g to peer groups
with counter-school norms felt alienated. However, 79% o f the students related to peers
who support official school norm s. In this study, peer groups played an important role in
alienating or integrating students into school.
Mau (1989) concluded that several variables w ithin the school context are linked to
student alienation. She m aintained that the six variables (e.g., G PA , track, econom ic
status, ethnicity, teacher, peers) exam ined were linked to student alienation in the school
context. C ontingencies in the school setting, especially those based on school policies
and tracks, appear to be m ost highly linked to student alienation.
It is clear from the research that school context has been defined in many different
ways (e.g., econom ic level o f school, grade level, or position w ith in a school). The data
indicate that the school context in w hich students are expected to leam can impact student
alienation. M ackey and A hlgren (1977) dem onstrated that students identified as
advantaged in term s o f perceived ability, professional parents, and w ell-educated parents
feel less alienated than students who are identified as disadvantaged. W hile Calabrese
and Seldin (1987) exam ined school context in terms o f the different stages o f a p erso n ’s
life (e.g., high school, college, and teachers), they dem onstrated that, w ithin the context
o f public schools, students and teachers experience feelings o f alienation. They
concluded that this m ight be due to the control that schools have o v er each o f them. M au
(1989) provides evidence as to the variables within the school co n tex t that contribute to
student alienation. She suggests that variables such as teacher-student interaction,
tracking, student-student interaction, and economic level could im pact student alienation.
For educators, this link betw een school contexts and student alienation provides valuable
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inform ation concerning m odifications w ithin the school context that could be m ade to
reduce student alienation.
School R acial Com position and A lienation
A fter an extensive search o f the literature, few studies w ere found that exam ined the
relationship betw een the degree o f a student’s sim ilarity to the predom inant ethnic group
in his/her school and his/her alienation from school. T here appears to be conflicting
findings as to w hether or not school racial com position increases or lessens a student’s
level o f alienation (Longshore, 1982a; Longshore, 1982b; M au, 1989; Trusty & DooleyDickey, 1993). H ow ever, there is research indicating that student levels o f alienation
differ as the school racial com position changes and those changes affected W hite,
A frican-A m erican, and H ispanic students differently (Longshore, 1982a; Longshore,
1982b).
T rusty and Dooley- D ickey (1993) exam ined the im pact o f racial sim ilarity o f the
student to his/her school’s racial com position on student feelings o f alienation in grades 4
through 8. O ne thousand six hundred and thirty-six students from 19 schools o f varied
racial com position in M ississippi w ere random ly selected to participate in the study. The
School A ffiliation Scale (SAS) o f the Self-O bservational Scales (SOS) (Stenner &
K atzenm eyer, 1979) was used to m easure alienation in students. The SOS is a nationally
norm ed m easure o f seven dim ensions o f self-concept and is a self-report, forced-choice
format. E xam ples o f the School A ffiliation Scale item s that assess the valuing
com ponent o f school identification/alienation are: (1) pride in school work, (2) a desire to
change the nature o f school, (3) perceived relevance o f school, (4) com parative value o f
school as com pared to fiiends, and (5) perceived fairness o f school. Items that assess the
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belonging aspect o f school identification/alienation are: (1) perceived caring o f school
personnel, (2) desire to stay hom e from school, (3) affinity to school, (4) pride in school,
and (5) feelings at or about school. Scores (e.g.. Total R eading, Total M ath, and Math
A pplications subtests) from the Stanford A chievem ent Tests (SAT) (Psychological
C orporation, 1989) w ere used to represent achievem ent in this study. Predictor (school)
variables o f school affiliation (e.g., gender, race, gender/race, econom ic status,
educational level o f head o f household, student reading achievem ent, student m ath
achievem ent, grade failure, particular school attended, and racial sim ilarity o f the student
to his/her school’s racial com position) other than achievem ent were assessed by means o f
questionnaires com pleted by counselors and teachers o f the student participants.
M ultiple regression analyses were used to determ ine the best possible set o f
predictors o f School A ffiliation. A separate stepw ise m ultiple regression analysis was
perform ed at each grade level. Possible predictor (school) variables included gender,
ethnicity/race, a gender/race jo in t term, econom ic status, educational level o f the head o f
the household, reading achievem ent, math achievem ent, grade failure, school attended,
and racial sim ilarity o f the student to his/her sch o o l’s racial com position. All predictor
variables other than the school variable (racial com position) w ere selected through
stepw ise m ultiple regression procedures. In addition to m ultiple regression procedures, a
one-w ay A N O V A w as used to determ ine any significant differences betw een scores on
the School A ffiliation scale o f the SOS as a function o f grade level.
M ultiple regressions b y grade level revealed a positive relationship betw een School
A ffiliation scale scores. G en d er and school variables em erged as the m ost consistent
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predictors o f alienation from school. Female students scores on the School Affiliation
Scale indicated that th ey appear be less alienated from school than the m ale students.
Analyses did no t support the belief that alienation from school is a steady
developm ental process. The one-way A N O V A revealed that at least two grade levels
differed significantly in School Affiliation scores. School A ffiliation scores dropped
significantly from G rade 4 to Grade 5 and from G rade 5 to Grade 6. Levels o f alienation
appeared to increase significantly in grade 6 and rem ained stable from then on.
The race variable yielded unexpected results for the researchers. In term s o f
ethnicity, data in this study indicated that W hite students had higher levels o f alienation
from school than A frican-A m erican students. H ow ever, the data did not support the
existence o f differences in levels o f alienation for gender/race groups. The gender/race
association did not e n ter into any o f the analyses even though gender and race separately
are associated w ith alienation from school.
M ultiple regression analyses were used to predict school affiliation scores. Results
indicated that econom ic status was a factor contributing to alienation only in G rade 5. In
this study, students from low er economic backgrounds w ere consistently related to lower
levels o f alienation in grade four through eight.
Reading and m ath achievem ent were not strongly related to alienation from school.
A relationship was no t found between achievem ent and school alienation until the eighth
grade. The data indicated that higher achievem ent w as associated w ith low er levels o f
alienation from school.
The student racial sim ilarity variable was a factor in the Grade 6 analysis only.
H igher levels o f student racial sim ilarity were associated w ith higher School Affiliation
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scores. Students w ho attend schools w ith students o f a race/ethnicity sim ilar to their ow n
felt less alienation than those who attended school w ith students o f a race/ethnicity
different than th eir own. This supports the findings o f M au (1989) and Stew ard et al.,
1992).
Trusty & D ooley-D ickey (1993) concluded that even though certain variables (e.g.,
grade failure, econom ic status) have repeatedly been show n to b e related to school
dropouts, these sam e variables m ay or m ay n o t be related to stu d en ts’ perceived
alienation from school in the early grades. T h ey state that elem entary students may not
perceive that failure, low achievement, o r lack o f social and econom ic resources alienate
them from school. T rusty & D ooley-D ickey suggest that educators and other school
personnel capitalize on the positive attitudes that potentially m arginal students have
toward school in th e late elem entary school grades and establish interventions to deal
w ith alienation that m ay occur later in school for these students.
Longshore (1982a) exam ined the relationship betw een school racial com position and
the attitudes o f A frican-A m erican students tow ard desegregation. A n initial sam ple o f
123 desegregated elem entary schools was selected to represent all elem entary schools
that received funding from the Em ergency School Aid A ct (E SA A ) in 1978-1979.
Because in 89 o f th e 123 schools A frican-A m erican and W hite students com prised 90%
o f the enrollm ent, it w as assum ed that A frican-A m erican students interacted m ainly with
W hite students and w hen asked about attending school w ith students o f a different race or
ethnic group than them selves, their responses pertained to W hite students. Therefore,
these 89 schools p ro v id ed the data for this study. D ata collected included six contextual
variables. They w ere: (1) school racial com position, (2) school econom ic status, (3)
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school size, (4) ruralism as m easu red by the total district enrollm ent, (5) region (South
and non-S outh) and (6) subregion o f the South (D eep South and u pper South). The data
also included a m easure o f fifth-grade students’ attitudes toward desegregation. A
questionnaire containing six-item s w as developed concerning student w illingness to
attend desegregated schools and their perceptions o f the value o f desegregated schools.
R esponses from the A frican-A m erican students w ere com bined to pro d u ce a mean score
for each school. A higher score w as considered b y the researchers to indicate a more
favorable attitude tow ard desegregation.
The first step in the analysis involved the identification o f the bivariate relationship
betw een school racial com position and A frican-A m erican students’ attitudes toward
desegregation. Sim ple regression coefficients for school racial com position and the
amount o f variance for w hich school racial com position accounted w ere recorded. The
results suggested that the attitudes o f the A frican-A m erican students tow ard
desegregation were significantly and nonlinearly related to school racial com position,
m eaning that their attitudes to w ard desegregation becom e less favorable as the White
percentage increases to about 4 0 % and then becom es m ore favorable as the percentage
increases further. At first stud en t attitudes are negative, but subsequently they become
positive.
The next step in the analysis involved the other contextual variables (e.g., economic
status, ruralism , region) in o rd er to ascertain the effect o f school racial com position. Zero
order correlations am ong the contextual variables found the expected relationships
betw een school racial com position and school econom ic status. There w as a positive
relationship betw een school racial com position and school econom ic status, indicating
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that the relationship betw een school racial com position and the attitudes o f AfricanA m erican students tow ard desegregation was stronger in low -econom ic schools. This
indicates that A frican-A m erican students respond to the threat o f desegregation more
negatively in low -econom ic schools. There w as a nonsignificant but negative
relationship w ith region and a negative relationship w ith subregion. Unexpectedly,
school racial com position was not negatively related to ruralism . It w as expected that
students in rural schools w ould react more negatively tow ard desegregation. School
racial com position w as not significantly related to any o f the o th er school variables,
m eaning that racial com position is m ore strongly related to W hite or African-Am erican
racial attitudes or perceptions in schools w ith a low er com bined econom ic status, settings
in the South, schools in the deep South, and settings that are m ore rural.
Longshore (1982a) concluded that because the data resulted in a nonlinear U-curve
form , the shape o f the prediction line suggests that the attitudes o f A frican-A m erican
students tow ard desegregation become less favorable as the W hite student population
increases to approxim ately 40% and then becom es m ore favorable as the White
percentage in a school increases further. He suggests that this could be a specific
response to the control threat posed by W hite students. He m aintained that this indicates
A frican-A m erican students have less favorable attitudes concerning desegregation when
th eir control o f the school is tenuous. He illustrates this conclusion w ith the exam ple that
w hen A frican-A m erican students are the m ajority they perceive things to be fine and
w hen they are the racial m inority they perceive things to be fine. H ow ever, when no
c lear line is draw n as to who is the dom inant group, A frican-A m erican students begin to
have less favorable attitudes about desegregation. H e also notes that the attitudes o f
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W hite students tow ard desegregation w ere also related to school racial com position in the
U -curve form. T heir attitudes were least favorable in schools that w ere 40 to 50 percent
A frican American. In addition, the relationship betw een school racial com position and
the attitudes o f W hite students toward desegregation were stronger in low -econom ic,
southern, and deep-South schools.
In a follow-up study. Longshore (1982b) continued his exam ination o f school racial
com position in relation to oth er contextual variables (e.g., school econom ic status,
region). This study focused on the relationship betw een school racial com position and
the hostility o f W hite students toward A frican-A m erican students. Eighty-nine
desegregated schools participated in this study. D ata collected included three measures
o f w hite students’ hostility tow ard A frican-A m erican students. T hey included: (1) a 6item scale that m easured student attitudes tow ard desegregation, (2) a 2-item scale
m easuring the friendliness o f W hite students tow ard A frican-A m erican students, and (3)
a 3-item scale m easuring the attitudes o f W hite students toward contact w ith AfricanA m erican students. Scores on the hostility m easures were com bined for each school,
w ith higher scores indicating greater hostility.
A sim ple regression analysis indicated that school racial com position was
significantly and linearly related to the attitudes o f the W hite students concerning contact
w ith A frican-A m erican students and was statistically and nonlinearly related to the
attitudes o f W hite students concerning desegregation and friendliness tow ard the AfricanA m erican students. These results indicate that the hostility o f the W hite students was
directly related to the percentage o f the A frican-A m erican students in the school and how
m uch contact W hite students had with the A frican-A m erican students.
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Longshore (1982b) concluded that the em ergence o f co n sisten tly significant
relationships betw een school racial com position auid two contextual m easures o f UTiite
student hostility (contact w ith and friendliness toward A frican-A m erican students) was a
salient contextual characteristic o f desegregated schools. Thus, the findings suggest that
W hite student hostility is in part a response to the control threat p o sed by school racial
com position and that the threat is m ost prevalent in schools w here n eith er group
dom inates (Longshore, 1982b).

Social A lienation
In addition to the school-related factors that may contribute to increased levels o f
alienation in students, there are a nu m b er o f social factors such as p e er support, student
interactional styles, social com petence, and/or participation in school activities that may
also contribute to higher levels o f alienation. The available research supports the belief
that a student’s sense o f belonging is not only associated w ith school m otivation and
persistence, but also peer group support (G oodenow & Grady, 1993). That is to say,
support from peers can directly influence a student’s academ ic perform ance through
increasing their sense o f belonging (Taylor, 1999).
School Belonging
School belonging has been defined as a psychological sense o f school m em bership
(W ehlage, 1989). It is a student’s perception that others in the school, especially adults,
are working for them and believe that they count in the school (G oodenow & Grady,
1993). Several researchers have attem pted to establish a link b etw een school belonging
and student alienation (G oodenow & G rady, 1993; M artin, 1996; W ehlage, 1989).
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G oodenow and G rady (1993) investigated the b e lie f that a students’ sense o f
belonging in school is significantly associated w ith m easures o f school m otivation,
expectations o f academ ic success, valuing o f academic w ork, and persistence in difficult
tasks. T hey also believed that school belonging w ould b e significant even after
controlling for the influence o f friends’ academic values
The study was conducted in a m id-sized, w orking-class city in the N ortheast United
States. The city has a large H ispanic and A frican-A m erican population. Two ju n io r high
schools (grades 7 to 9) participated in the study. In School 1, 104 boys and 87 girls
participated. E ighty-nine o f the students identified them selves as African A m erican, 32
as H ispanic, 66 as W hite, 2 as Asian, and 9 made no indication o f their ethnicity.
Participants included 74 seventh-graders, 79 eighth-graders, and 45 ninth-graders. In
School 2, only seventh-grade students participated. The 103 participants included 54
boys and 43 girls. In School 2, the student population consisted o f 77 H ispanic students,
7 A frican-A m erican students, 16 W hite students, and 1 A sian-A m erican student.
The Psychological Sense o f School Membership Scale (PSSM ) (G oodenow , 1993)
w as used to assess school belonging. The PSSM is an 18-item , Likert-type questionnaire
w ith choices ranging from not at all true (1) to com pletely true (5). The PSSM includes
item s that involve perceived liking, personal acceptance, and inclusion (e.g., m ost
teachers are interested in m e), and respect and encouragem ent for participation (e.g.,
others in school take m y opinion seriously). The values o f friends were rated by having
students respond to th e statem ent “M y friends think that it is im portant to do w ell in
school.’’ Two scales w ere adm inistered to the students to assess m otivation. O ne scale
w as a five-item m easure o f student expectancy o f success in schoolw ork. The other scale
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contained six item s concerning the intrinsic value, interest, and im portance that students
attribute to academic schoolw ork. Both o f these scales w ere shortened versions o f scales
used by Pintrich and De G root (1990).
To supplem ent the expectancy and value scales that focused specifically on academic
schoolw ork, the authors adm inistered a four-item general school m otivation m easure. It
w as a shortened version o f the School M otivation Scale (Ford & Tisak, 1982) and
m easured the m ore global set o f beliefs and feelings that school is satisfying, w orthw hile,
and im portant, rather than boring and irrelevant. Tw o items on the questionnaire asked
students to rate the extent to w hich they exert effort and persist despite difficulties in
schoolw ork.
D escriptive statistics (m eans) w ere used to report the data. The results indicated that
there w ere no significant differences between the tw o schools or am ong grade levels on
the student m ean scores on any o f the scales (school belonging, friends’ values, and
m otivation m easures). O n average, students scored above the 3.0 scale m idpoint on the
m easures o f expectancy, value, and effort. Students agreed that they personally valued
schoolw ork and put forth effort, but were less likely to state that their friends thought that
doing w ell in school was important.
M ean scores concerning school belonging and school m otivation w ere only slightly
above 3.0 (3.10 and 3.01, respectively) indicating that their reactions to the school as a
w hole w ere less positive. In fact, 41% o f the students w ere more inclined to disagree
than agree that they felt they belonged and w ere supported by others in their school and
40% o f the students were m ore negative than positive in their responses to the general
school m otivation scale.
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G ender differences w ere also evident in the scale m eans. Girls w ere m ore likely than
boys to express a high sense o f school belonging, general school m otivation, and to say
that their friends th o ught doing well in school w as im portant.
Correlational analyses w ere also conducted to determ ine the effect o f school
belonging and the values o f friends on academ ic m otivation and effort. R esults indicated
that school belonging w as significantly correlated w ith the values o f fiien d and with all
four-outcom e m easures (e.g., expectancy, value, m otivation, and effort), accounting for
one-fifth o f the variance in expectancy and general school m otivation and nearly onethird o f the variance in value. The correlation w ith effort/persistence w as significant, but
sm all. This indicates that student beliefs about the academ ic values o f th eir friends were
w eakly related to m otivation-related m easures (e.g., expectancy o f success, valuing
schoolwork, general school m otivation, and effort).
The correlations betw een school belonging and the m otivation-related m easures
rem ained positive and statistically significant even after the effects o f the academ ic
values o f friends w ere rem oved. Expectancy, general school m otivation, value, and
effort/persistence w ere still significant. A lthough the b e lie f that personal friends did not
value doing w ell in school m ay have slightly im pacted the influence o f school belonging,
the values o f friends did not supersede the stronger influence o f the psychological sense
o f belonging and o f perceived support from teachers and other school personnel
(G oodenow & Grady, 1993).
In regards to academ ic m otivation, G oodenow and G rady (1993) concluded that a
student’s sense o f belonging and support in school could, in some w ays, override the
influence o f a student’s personal friendship group. Schools that can function either as a

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

62

w hole team o r as a set o f sm aller team s to create a sense o f com m unity in w hich
adolescent students feel personally known, im portant, and encouraged to b e active
participants m ay have a m ore pow erful im pact th an the influence o f individual friends or
cliques (G oodenow & Grady, 1993).
In a study exam ining the social factors relating to the academ ic o utcom es o f AfricanA m erican adolescents, T aylor (1999) studied the relationship betw een p e er group support
and academ ic outcom es for A frican-A m erican adolescents. This research evolved from
sim ilar research involving A frican-A m erican adolescents and their academ ic achievem ent
(G oodenow & G rady, 1993; M artin, 1996). T aylor m aintained that the relationship
betw een A frican-A m erican students and their academ ic achievem ent is psychological in
nature in that the adolescent’s personal expectations and values im pact subsequent
m otivation and achievem ent. Taylor (1999) developed a theoretical m odel in an effort to
conceptualize the influence o f peer group support on the academic perform ance
(m easured by grade point average) o f A frican-A m erican adolescents.
T he study involved 515 A frican-A m erican adolescents (254 fem ales and 263 males)
w ho p articipated in the M aryland Adolescent G row th in Context Study (M A G IC S). This
is an ongoing longitudinal study investigating adolescent developm ent and involves
1,482 parents, children, and teachers. The data in this study were collected at the end o f
the eighth-grade and during the second h a lf o f the eleventh-grade.
F ace-to-face interview s conducted by trained interview ers w ere conducted w ith the
students and self-adm inistered questionnaires/scales w ere used to assess tw elve different
m easures. T h e first m easure focused on availability o f support and assessed adolescent
perceptions concerning the frequency with w hich th eir friends o r other students were
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available to help w ith school problem s. The second m easure adolescent perceptions o f
the frequency w ith which they discuss problem s w ith th e ir h i ends. The third m easure
was a school racial com position m easure that m easured the proportion o f AfricanA m erican students who attended a school. The fourth m easure w as an eight-item . Child
B ehavior C hecklist derived from A chenbach (1991) that assessed parent perceptions o f
their adolescent’s ability to forge quality relationships w ith others. T he fifth m easure
collected data concerning adolescent perceptions o f th eir ability to forge and m aintain
social relationships, as well as the ability to deal w ith th eir environm ent. The sixth
m easure w as used to assess adolescent perceptions o f the respect they receive from both
teachers and peers as well as th eir perceptions o f their fit and personal fam iliarity w ith
their school. The seventh m easure involved student p articipation in extracurricular
school activities. A scale was created for this m easure b y taking the sum o f three item s
asking w hether the adolescent participates in school sports, organizations, and/or
tutoring. Students responded w ith either yes or no.
T he eighth m easure developed by the researcher assessed adolescent perceptions o f
his/her academ ic ability.

The ninth m easure was used to assess the adolescent’s

perception o f his/her ability to negotiate through difficult situations (resilience). The
tenth m easure was assessed the im portance the adolescent attributed to the contribution o f
school to his/her future. The eleventh m easure focused on a com parison between
students as to the importance o f specific academic skills. Finally, the twelfth m easure
was a stu d en t’s grade point average (G PA ) collected from self-report data. This involved
asking students the num ber o f each letter grade they had received, adding the w eighted
scores together, and dividing the w eighted score by the sum o f the raw scores.
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Each face-to-face interview took approxim ately 60 to 90 m inutes to com plete and the
self-adm inistered questionnaires took approxim ately 30 to 45 m inutes to com plete.
Y outh participants w ere p aid S20.00 for the tw o tim es they participated in the study.
The data w ere analyzed using a structural equation m odel to exam ine the longitudinal
relationship betw een p eer support, school belonging, m otivation, and academ ic
achievem ent. R esults o f th e structural equation m odeling analyses revealed a positive
relationship betw een social com petence, p eer support, school belonging, achievem ent
m otivation, and G PA . T hat is, a student’s ab ility to m aintain relationships is related to
their perception o f the availability o f support th ey receive from friends. Peer support is
then related to the student sense o f belonging/fit w ithin the school. If students feel they
have support from peers w hen things at school are difficult, they have a greater sense o f
belonging. Students w ho feel as though they fit/belong indicate they are m ore m otivated
to achieve in their academ ic subjects and subsequently attain a higher GPA.
Although T aylor’s results indicated a p ositive relation betw een social com petence,
peer support, school belonging, achievem ent m otivation, and GPA, she points out that her
m odel did not yield a strong fit. She suggests that she m ay have neglected to include
other variables that m a y be im portant contributors to the relation she exam ined. Taylor
(1999) concluded that future research should focus on the positive aspects o f peer
interaction am ong Afirican-American students rather than the negative aspects o f peer
group dynamics. This refocused view o f A frican-A m erican students could broaden our
understanding o f the com plexities o f the social interactions o f A fiican-A m erican students
(Taylor, 1999).
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Sim ilar research on school belonging w as conducted by M artin ( 1996). A case study
o f an all-m ale C atholic college preparatory school w as conducted to determ ine the extent
to w hich students, especially students from diverse backgrounds, feel th ey do or do not
belong in the school. T he school, located in an urban center, attracts students from four
surrounding counties and m any o f the students com m ute m ore than 30 m inutes to the
school (M artin, 1996). T he ethnic m akeup o f the county in w hich th e school is located is
4% A frican A m erican, 17% A sian/Pacific Islander, 21% H ispanic, a n d 58% W hite. In
1994, the school enrolled 1,355 students o f w hich 66% were C atholic and 34% w ere nonCatholic. Faculty (N = 93) ethnic dem ographics at the time o f the stu d y w ere 89%
W hite, 9% H ispanic, 1% A frican A m erican, and 2% A sian/Pacific Islander.
The participants in this study w ere 66 students and 10 faculty m em bers. In-depth
interviews (verbal and tape recorded) w ere conducted to determ ine th e self-reported
feelings o f alienation o f the participants. T he interview data w ere analyzed utilizing
thematic content and pattern analysis as described b y M iles and H uberm an (1994) and
Patton (1987, 1990). Student interview s w ere analyzed by follow ing open-coding
procedures o f breaking dow n, exam ining, com paring, conceptualizing, and categorizing
data (Strauss & C orbin, 1990). The videotapes o f the interviews w ere reexam ined and 13
initial categories em erged from the data. M artin then formulated th o se 13 categories into
a m atrix for further evaluation. Feedback w as solicited from colleagues and a m atrix o f
five m ain categories that best identified the m ajo r issues regarding eth n icity and cultural
diversity was developed. The five categories w ere com mimity, cultural m ism atch, ethnic
and cultural diversity, ethnic and cultural clubs, and racism /prejudice.
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The interview data suggested that the experience o f A frican-A m erican students is
very different from the o th er students at the university. A sian, N ative A m erican, and
W hite students spoke enthusiastically about the school com m unity, w hereas none o f the
A frican-A m erican students spoke enthusiastically about belonging to the school
com m unity (M artin, 1996). Only the W hite students felt that the school com m unity was
close-knit and that everyone in the school was part o f the com m unity.
M artin also observed a pattern o f cultural m ism atch. This pattern seem ed to be most
pronounced am ong A frican-A m erican students. The pattern that em erged indicated that
students from diverse ethnic backgrounds who reported evidence o f cultural m ism atch
shared sim ilar characteristics. They cam e from com m unities w here their ethnic group
w as the majority, they did n o t have m uch experience with W hite people, their ethnic
identification was culturally separatist, and they seem ed to resist assim ilation into the
dom inant culture (M artin, 1996).
A pattern also em erged w ith respect to student responses concerning the importance
o f student and faculty diversity. All o f the A frican-A m erican students in the school said
the school was not diverse enough and the A frican-A m erican students spoke o f feeling
isolated at the school. The A frican-A m erican students also indicated that the faculty
issue was a serious problem for the school. All o f the A frican-A m erican students
reported that the school w as not diverse enough especially as to the num bers o f AfricanA m erican students. M any felt they did not belong to the school because they had no one
to w hom they could relate.
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The data indicate that ethnic and cultural clubs w ere necessary for the support o f
A frican-Am erican students. H ow ever, W hite faculty and students w ere concerned that
the clubs w ere divisive and separatist.
The final pattern that em erged from the data dealt w ith racism /prejudice at the school.
Its existence em erged as a com m on them e in the interview data and there w ere
discernable differences in the w ay ethnic and culturally diverse groups perceived the
issue (M artin, 1996). The A frican-A m erican students recounted m ore incidences o f
racism and prejudice and the W hite students tended to say that racism did not exist in the
school.
M artin (1996) offered som e suggestions as to w hy some students are left out o f the
school com munity. H is research findings suggest that ethnicity is an im portant social
construct for culturally diverse students and that m any faculty and W hite students do not
seem to understand the nuances involved w ith w hich culturally diverse students address
issues such as com m unity, cultural m atching, ethnic and cultural diversity, ethnic and
cultural clubs, and racism /prejudice. All o f these variables are linked to a students’ sense
o f belonging w ithin the school com m unity.
In each o f these three studies, school belonging w as exam ined and found to be an
important link to student alienation. G oodenow and G rady (1993) and M artin (1996)
suggest that schools that develop a sense o f com m unity will be better able to maintain
student engagem ent in the educational process. G oodenow and G rady (1993) even
suggest that school belonging and support is m ore im portant than p eer relationships.
Taylor (1999) agreed w ith the findings o f G oodenow and G rady (1993), but believed that
social competence, peer relations, and school belonging are positively related.
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Peer Influence
W hether a stu d en t decides to rem ain in school and graduate o r drop out has been
linked to the friendships they experience w hile in school (V alverde, 1987). It has been
suggested that students fl"om diverse backgrounds realize that ad d itio n al schooling or
graduating from high school o r college brings few er returns w hen com pared to the
investment they have m ade in their schooling (Felice, 1981). If not for the friendships
that these students cultivate while in school, there m ight be greater num bers o f students
dropping out (V alverde, 1987).
In a study o f 104 H ispanic high school students (52 graduates and 52 dropouts),
Valverde (1987) com pared Lim ited-English proficient (LEP) and non-L E P m ales and
females fi-om the sam e school and sim ilar econom ic backgroimd to determ ine the
possible reasons for dropping out or graduating from high school. B o th o f the groups
(graduates and dropouts) had sim ilar parental educational and occupational levels.
A pproxim ately 29% o f the parents o f the dropouts and 27% o f the parents o f graduates
were reported as having no formal education. Forty percent o f the students who had
dropped out o f school and 36% o f the students w ho had graduated had parents who were
unemployed. T he m ost notable differences betw een the two groups w ere their
friendships (peer group relationships), siblings w ho had dropped out o r graduated, grades,
and English language proficiency.
Structured interview s and field notes provided the data for this study. The researcher
conducted the interview s in 150 homes. T h e questions w ere read to th e participants and
their answers w ere w ritten directly on the questionnaire. One him dred and four usable
questiormaires w ere generated from the interview s.
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Responses from th e questionnaires w ere used to generate categories (e.g., peer group,
siblings, grades, and LE P status) to differentiate the graduates from dropouts. The data
indicated that graduates reported having m ore friends than dropouts and som e even said
they stayed in school because o f their friendships. D ropouts reported feeling alienated
and rejected. This w as substantiated by the fact that the graduates and dropouts in this
study reported no association w ith each other. V alverde (1987) suggests that this was
because o f the dichotom y in peer relationships betw een the dropouts and the graduates.
The graduates even reported having no friends who w ere dropouts.
R esults from this study indicate that the im pact o f the peer group w as a stronger
determ ining factor in the student’s decision to drop out or rem ain in school than any other
factor with the exception o f grades. G raduates attached a greater im portance to
friendships than dropouts and graduates were m ore likely to have friends w ho had
graduated from high school. Twenty-five percent o f the dropouts w ho placed no
im portance on friendships stress the role o f peer affiliation in prom oting the goal o f high
school completion. G raduates participated in school-related activities (e.g., sports, clubs,
choir, band) w hile dropouts engaged in nonschool activities w ith friends (e.g.,
com m unity sponsored dances) or hung around th eir neighborhood.
The academic perform ance o f siblings also w as associated w ith the decision to drop
out. Graduates reported having more siblings w ho w ere high school graduates while
dropouts reported having m ore siblings who w ere dropouts. This indicates the
significance o f fam ilial role m odels in the decision o f students to stay in school and
graduate or drop out.
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Grades w ere found to be the single m ost determ ining factor in predicting o f dropping
out or rem aining in school. D ropouts reported low er academ ic perform ance than did the
graduates w ith 54% o f the dropouts and 8% o f the graduates reported grades lower than a
C average.
V alverde (1987) concluded that the two variables that m ost distinguished these two
groups were peer group and grades. D ropouts felt alienated, rejected, isolated, and
disconnected. Two o f the com ponents o f alienation are pow erlessness and
m eaninglessness and these dropouts appeared to be unable to bridge the gap that
separates him /her from vital peer affiliations necessary for com pleting high school
(Valverde, 1987).
A dolescence has com m only been characterized as a tim e w hen the peer group
becomes increasingly im portant to the adolescent as a socialization force (Bem dt, 1979).
The assum ption that adolescents begin to reject the values o f their parents to follow along
with their peers has led to research that focuses on the peer influence phenom enon in
terms o f antisocial behaviors (e.g., sm oking, drug use, violence, and sexual behavior)
(Ascher, 1982; Staples, 2000). M ore recent research (Taylor, 1999) suggests that
researchers should begin to investigate the positive aspects o f peer influence so that
educators and schools can gain a better understanding o f the influence o f these
interactions on the achievem ent behaviors o f adolescents.

Im pact o f Alienation
There are few system atic studies concerning the impact o f alienation on students.
However, the few studies that have been conducted appear to indicate that the areas o f
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vandalism , absenteeism , declining achievem ent, and dropping out are im pacted by
student alienation (C alabrese & Seldin, 1987; Felice, 1981; M ackey & A hlgren, 1977).
There is a subculture o f students (e.g., students from ethnic groups, students with
disabilities) w ho feel disconnected from school because they perceive their school as
being unable or unw illing to m eet th e ir needs. In order to create less alienating
environm ents for these students, it is im portant to identify the school (e.g., low er teacher
and staff expectations, referral to alternative placem ents, school racial com position) and
student (e.g., disability, ethnicity, and/or gender) factors that are m ost likely to exacerbate
student feelings o f alienation.
Ethnicitv
Students from diverse ethnic and linguistic backgrounds often co nfront school
conditions that cause higher levels o f alienation (C alabrese & Poe, 1990; Loo & Rolison,
1986; Stew ard et al., 1992; Stew ard et al., 1990). For A frican-A m erican and Hispanic
students, the identification o f school characteristics that contribute to increased alienation
m ay prevent schools and educators from blam ing the student and h is/h er fam ily for
problem s that arise (Felice, 1981; M oyer & M otta, 1982). W hen com pared to W hite
student alienation, students from diverse ethnic and linguistic backgrounds score higher
on total alienation, disengage m ore o ften from the educational process, and drop out at
higher rates (L oughrey & Harris, 1992; V alverde, 1987; W axm an et al., 1997).
A frican-A m erican Students. Loo and R olison (1986) studied the alienation o f 163
ethnically diverse students at a predom inantly W hite university to ascertain the reasons
non-W hite students face more sociocultural difficulties than W hite students. This study
was conducted to determ ine w hether alienation and/or satisfaction o f ethnically diverse
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students differed significantly from that o f W hite students, and to assess the sim ilarities
and differences in the attitudes o f W hite students and eth n ically diverse students.
Seventy-six percent (n = 109) o f the participants w ere students from diverse ethnic
backgrounds (e.g., H ispanic, A frican-A m erican, A sian-A m erican, Filipino, NativeAmerican, and racially m ixed) and 33% (n = 54) o f the p articip an ts w ere W hite. This
particular U niversity o f C alifornia cam pus was chosen for tw o reasons: (1) it was a small,
rather isolated, college serving as the focal point o f stu d en t life, and (2) it had a
reputation fo r being extrem ely com m itted to ethnic diversity.
The researchers conducted a survey through face-to-face interview s because
prelim inary research at the university suggested that stu d en ts from the diverse ethnic
groups experienced isolation and a sense o f not belonging. B ecause the researchers
considered alienation to be a sensitive topic, they constructed the interview s so they were
ethnically relevant with open and closed questions. T he interview s averaged 45 minutes
and the overall response rate for students w as 91% (96% W frite and 89% non-W hite
students).
D em ographic differences existed betw een the two gro u p s and w ere im portant in
understanding the alienation o f the non-WTiite students. A ll o f the differences were
analyzed using chi-square analyses and w ere significant at th e p < 0.05 level or above.
Class differences were apparent b etw een the two groups. N inety-one percent o f the
W hite students identified their fam ily as m iddle or upper class com pared to 60% o f nonW hite students. C lass differences w ere evident am ong eth n ic groups as well. Hispanic
students identified their fam ily backgrounds as working class or p o o r com pared to 37%
o f A frican-A m erican students, 13% o f the A sian students, and ju s t 10% o f the W hite
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students. There w ere also differences in family incom e am ong racial and ethnic groups.
Seventy-five percent o f the H ispanic students reported th e ir fam ily incom e to be 520,000
or less com pared to 40% for A frican Americans, 25% fo r W hite students, and 9% for
Asian students.
Results indicated that th e sociocultural alienation o f students from diverse ethnic
backgrounds w as significantly greater than that o f the W h ite students. M ore students
from diverse ethnic backgrounds reported greater social isolation. A frican-A m erican and
Hispanic students reported feeling less socially integrated into the university. Thirtyseven percent o f the A frican-A m erican and H ispanic students indicated that they felt
socially isolated on cam pus and 25% o f the A frican-A m erican and H ispanic students
indicating that they did not feel integrated.
In their conclusions. Loo and Rolison (1986) refer to th eir findings that demonstrate
the sociocultural alienation o f students from diverse populations in a predom inantly
W hite environm ent is greater than that o f W hite students and that feelings o f cultural
dom ination and ethnic isolation are the forms in w hich alienation is experienced. They
suggest that research on alienation am ong ethnic m inority groups at the university level is
im portant for educational planning and policy if w e are g o in g to close the representation
gap between non-W hite students and their W hite peers on college cam puses.
In 1990, Stew ard et al. studied alienation and the interactional styles o f 46 (32 w om en
and 14 m en) successful A frican-A m erican seniors attending a predom inantly W hite
university. In a study sim ilar to the w ork o f Loo and R olison (1986), these researchers
believed that exam ining the im pact o f interracial and intraracial styles upon the levels o f
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reported feelings o f alienation m ay offer a better understanding o f the A frican-A m erican
student population on predom inantly W hite cam puses.
The focus o f the stu d y w as on successful A frican-A m erican students, in o rd er to
identify possible coping styles th at m ay be used b y the students to decrease th eir levels o f
alienation. The follow ing questions were asked: ( 1) D o A frican-A m erican students
change interpersonal styles to accom m odate predom inantly W hite o r predom inantly
A frican-A m erican cam pus situations? and (2) D o specific aspects o f successful AfricanA m erican students’ interpersonal style contribute to the reported experience o f alienation
on cam pus?
Three m easurem ent instrum ents were used in this study. The 54-item Likert-type
Fundam ental Interpersonal R elations O rientation —B ehavior Scale (FERO-B) (Schütz,
1967) was used to m easure three behavioral dim ensions (e.g., inclusion, control, and
affection). The 25 five-point, Likert University A lienation Scale (UAS) (B urbach, 1972)
was used to m easure com ponents o f alienation in the university setting (e.g.,
pow erlessness, m eaninglessness, and social isolation) in college students. T he 10-item
researcher-designed S tudent D em ographic Q uestionnaire (SD Q ) addressed the personal
and academ ic backgrounds o f the participants.
The participants m et w ith the researcher in a classroom and were given packets
containing the two FIRO -B scales, one UAS, and the dem ographic questionnaire.
Participants responded to one copy o f the FIRO-B as if they w ere in an all-W hite campus
situation and on the second copy o f the FIRO-B as i f they w ere in an all-A fricanA m erican cam pus situation. B oth questionnaires are self-adm inistered and the
participants w ere paid $10.00 for com pleting the instrum ents.
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T-tests w ere u sed to exam ine the m ean difference existing b etw een FIRO-B
com ponent scores in a predom inantly W hite cam pus situation and a real or hypothetical
predom inantly A frican - A m erican campus situation (since they w ere on a predom inantly
W hite campus, it c o u ld not be assumed that all the A frican-A m erican students had
experienced being on a predom inantly A frican-A m erican cam pus).
The results to this study indicated that successful A frican-A m erican students do
interact differently w h en in a predom inantly W hite cam pus situation than when in an all
A frican- A m erican cam pus situation (real o f hypothetical). F urther results indicated that
successful A frican-A m erican students: (1) tended to express and w an t to be included
m ore when in an all-W h ite cam pus situation than w hen in an all A frican-A m erican
cam pus situation, and (2) tended to express and w an t affection m ore w hen in an all-W hite
cam pus situation than w hen in an all A frican-A m erican cam pus situation. In each o f the
four categories, the scores w ere significantly higher in the all-W hite cam pus situation.
Pearson product r coefficients among all pairs o f exam ined variables (e.g., wanted
and expressed inclusion in a W hite situation, w anted and expressed inclusion in an
A frican-A m erican situation, w anted and expressed control in a W hite situation, wanted
and expressed control in an A frican-A m erican situation, w anted and expressed affection
in a W hite situation, w anted and expressed affection in an A frican-A m erican situation)
indicated that alienation w as significantly correlated w ith w anted in clu sio n in a W hite
situation and w anted affection in a W hite situation. Findings indicate th at AfricanAm erican students w h o w anted to be included and w anted m ore intim acy experienced
higher levels o f alien atio n than those who did not.
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The step-w ise m ultiple regression analyses using the U niversity Alienation Scale
scores as the dependent variable indicated that w anted affection in an all-W hite situation
significantly contributed to approxim ately 9% o f the variance in alienation scores. N one
o f the other com ponents (e.g., w anted and expressed inclusion in a W hite situation,
wanted and expressed inclusion in an A frican-A m erican situation, wanted and expressed
control in a W hite situation, w anted and expressed control in an A frican-A m erican
situation, expressed affection in a W hite situation, w anted and expressed affection in an
A frican-A m erican situation) w ere found to contribute significantly to the alienation
experienced b y the students.
Steward et al., (1990) concluded that successful A frican-A m erican students interact
differently w hen in a nondom inant campus situation than w hen attending school on an all
A frican-A m erican cam pus. The reason for this difference in interaction appears to be
that the A frican-A m erican students have learned to value interactions with W hite
students m ore than w ith A frican-A m erican students.
Felice (1981) interview ed 226 A frican-A m erican dropouts from 1975-1977 and
compared them to a random sam ple o f 400 ninth-to-tw elffh grade African-Am erican
students who did not leave school. In addition to the interview s, academic (e.g.,
measured IQ and GPA) and dem ographic (e.g., gender, parental econom ic level)
inform ation w as pulled from school records. The student participants lived in a
southw estern com m unity w ith a population o f 200,000. Sixty-five percent o f the
com m unity population w as W hite, 25% was A frican A m erican, and 10% was H ispanic.
A specially trained, m ultiethnic team o f interviewers interview ed the dropouts at
hom e and those still in school w ere surveyed in the classroom . Teachers in each o f the
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schools w ere surveyed concerning their attitudes tow ard their jobs, the adm inistration,
other teachers, and their students to provide a unique d ata set focusing on school policies,
school practices, teachers’ attitudes and behavior, as w ell as m easures o f job satisfaction.
D iscrim inate analyses (chi-square) techniques w ere used to evaluate the relative
im portance o f the variables (e.g., I.Q., gender, teacher expectations, GPA, perception o f
school racial discrim ination, school rejection policies, openness o f the occupational
structure, and parental econom ic status) that contribute to the disengagem ent o f the
A frican-A m erican students from the educational process. D iscrim inate analyses are used
to weigh and combine m athem atically those variables that discrim inate am ong tw o or
more groups, thus allow ing a researcher to identify variables that contribute m ost to the
differentiation between the groups.
R esults from the analyses indicated that many A frican-A m erican dropouts saw the
occupational system as closed due to experiences o f th eir friends and family. These
African-A m erican dropouts appeared to sense an im pending futility to continuing in
school because they perceived it w ould lead to the sam e low -paying jobs held b y their
parents and/or friends. The second difference between the groups involved the
perception o f the amount o f racial discrim ination in the school. Even when attending the
same school, A frican-A m erican dropouts were m uch m ore likely to perceive racial
discrim ination in the school than did A frican Am ericans w ho stayed in school. T he third
im portant distinguishing characteristic involved teacher expectations. Teachers rated the
A frican-A m erican dropouts m uch low er in academic ability and m otivation than the non
dropouts. The fourth im portant variable was I.Q. A frican-A m erican dropouts had a
significantly higher I.Q. than students who did not dropout o f school. This contradicted
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the teacher reports o f the dropouts being less able academ ically than the students w ho
stayed in school. The fifth important variable was the school rejection policy. D ropouts
w ere m ore likely to com e from schools w ith disproportionately high rates o f suspension
and expulsion for students from diverse ethnic backgrounds than were the students w ho
did drop out.
Felice (1981) concluded that A fiican-A m erican students have the ability to do w ell or
as w ell as anyone else in a school. Nevertheless, they h ave com e to view the educational
exchange process and the m obility ladder it supposedly represents as nothing m ore than a
dead end for them . T he Afiican-A m erican dropout in this study was typically an
intelligent, m otivated student who had com e to view the educational system as a w aste o f
tim e and too costly in exchange transactions to continue w ith their education.
M oyer and M otta (1982) investigated the connection betw een a sense o f relationship,
academ ic achievem ent, and school behavior for A frican-A m erican and W hite students.
D ifferences w ithin the A frican-A m erican and W hite student groups concerning pupil
achievem ent and behavior relative to the degree o f alienation w ere explored. The
researchers predicted that alienation w ould be inversely related to achievem ent and social
involvem ent and particularly associated w ith behavioral m aladjustm ent.
Tw o hundred and eighteen students in grades 10 through 12 from two high schools in
Long Island participated in the study. One hundred and th ree w ere A frican-A m erican
students (38 m ales and 65 females) and 83 w ere W hite students (44 males and 39
fem ales). The rem aining students were either H ispanic o r A sian and their scores w ere
not reported in this study.
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The A dolescent A lienation Index (A A I) (H eussenstam m , 1971) that contains 41 items
dealing w ith the student’s beliefs concerning alienation and the Dean A lienation Scale
(DAS) (Dean, 1961) w ere adm inistered to the students. A third self-report questionnaire
was designed b y the authors to measure the dim ensions o f social involvem ent (e.g..
participation in school activities, participation in non-school activities, and num ber o f
responsibilities held by the student w ith respect to participation in school and non-school
activities). School behavioral m aladjustm ent w as m easured by calculating the num ber o f
suspensions, detentions, class cuts, and absences for each student. A lso, teachers were
asked to rate the A frican-A m erican students in their class in terms o f classroom
participation. G rade point averages and behavioral adjustm ent data w ere also collected
from the schools.
The data from the A A I and the DAS surveys w ere analyzed by com puting Pearson
Product M om ent correlations and partial correlations. D ifferences betw een high
alienated (high D A S scores) and non-alienated (low DAS scores) students w ere analyzed
using an analysis o f variance (ANOVA). R esults from this study revealed four
significant findings. First, alienation was associated w ith academic achievem ent among
the high school students. The m ore academ ic success experienced, the low er the
alienation scores. Second, the association b etw een alienation and behavioral
m aladjustm ent w as significant only for A frican A m erican students. The greater the
num ber o f suspensions for A frican-A m erican students, the higher their total alienation
scores. Third, social involvem ent correlated inversely w ith alienation in that the more
involved students w ere in school activities, held positions o f responsibility, and were
involved in non-school activities, the low er th eir total alienation scores. Fourth, there
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were no significant differences betv/een high alienated and nonalienated A fricanAmerican and high alienated and nonalienated W hite students. A m ong A fricanAmerican and W hite students, those scoring high in alienation achieved low er grades,
were less involved in school and nonschool activities, and had more instances o f
suspension from school than the nonalienated students.
Partial correlations for the relationship betw een alienation and G PA (gender, age, and
IQ were partialled) revealed a statistically significant negative relationship betw een
alienation and G PA for A frican-A m erican students and W hite students. This indicates
that the low er the G PA o f .African-American and W hite students, the higher the student
alienation. T he relationship betw een alienation and behavioral adjustm ent w as only
significant w ith regard to alienation and the num ber o f suspensions for A frican-A m erican
students, indicating that these students become m ore alienated w ith each suspension from
school.
Partial correlation coefficients between alienation and social involvem ent were
statistically significant for African-A m erican and W hite students. The factor o f gender,
age, and IQ w ere partialled out for A frican-A m erican students and the correlation
coefficients w ere for total level o f involvement, for involvem ent in school activities, for
involvem ent in nonschool activities, and for positions o f responsibility. T hese findings
indicate that th e low er th e level o f involvem ent and the few er the positions o f
responsibility for A frican-A m erican students, the higher their alienation from school.
The factors o f gender, econom ic status, and IQ w ere partialled out for W hite students
and the correlation coefficients for alienation w ere for total level o f involvem ent, for
involvem ent in school activities, for involvement in nonschool activities, and a
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nonsignificant correlation for the num ber o f positions o f responsibility'. This indicates
that there was also a statistically significant negative correlation b etw een alienation and
social involvem ent for W hite students. T he low er the involvem ent, the higher the level
o f alienation.
M oyer and M otta (1982) concluded that because the alienation scores did not differ
significantly betw een A fiican-A m erican and W hite students, their research does not
support the notion that alienation is m ore prevalent am ong A frican-A m erican students.
How ever, they did believe that the experience o f alienation m ay have m ore w ide ranging
consequences for A fiican-A m erican students than for W hite students. F or exam ple, the
finding that there w as an association betw een alienation and behavioral adjustm ent for
A fiican-A m erican students and not W hite students suggests that A frican-A m erican
students m ay be at greater risk than W hite students for developm ent o f oppositional
behaviors. This is due to the fact that the school socialization process causes the students
to rebel against w hat they perceive is an authoritarian and discrim inatory system (Moyer
& M otta, 1982).
D uring the 20 years that the interaction o f alienation and A frican-A m erican students
has been studied, researchers have attem pted to explain the reasons for low academic
achievem ent, high drop out rates from high school and college, non-involvem ent in
school activities, and behavioral issues as th ey relate to A frican-A m erican students. Loo
and R olison (1986) exam ined A frican-A m erican students on predom inantly W hite
cam puses and found that sociocultural isolation w as linked to feelings o f alienation. The
students perceived them selves as the nondom inant group w ith no pow er to control the
happenings at the school. Stew ard et al., (1990) believed that o ther variables were
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im portant w hen A frican-A m erican students attended predom inantly W h ite schools. They
exam ined interactional styles to determ ine w hether or not they w ere linked to student
alienation. They suggested that successful A frican-A m erican students on predom inantly
W hite cam puses have learned to cope w ith being the nondom inant group and therefore
develop different interactional styles than the im successful A frican-A m erican students in
the sam e situation. Felice (1981) and M oyer and M otta (1982) exam ined other variables
(e.g., IQ, positions o f responsibility, gender, age, involvem ent in school and nonschool
activities, econom ic status) they considered im portant in determ ining levels o f alienation
in A frican-A m erican students. They determ ined that A frican-A m erican students have the
ability to do well in school ju st like other students, but for m any reasons they do not. All
o f the researchers suggest that educators and o th er school persoim el should exam ine the
school environm ent to understand the variables that m ight contribute to the alienation o f
A frican-A m erican students.
A sian-A m erican Students. In m any w ays the educational environm ent is m uch like a
m icrocosm o f society, reflecting aspects o f its cultural norm s and values (Loo & Rolison,
1986). Tw o avenues for successful integration into the school com m unity are social and
academ ic. A cadem ic integration involves the ability to m aintain satisfactory
perform ance and thus profit from the educational experience. Social integration involves
interacting w ith other m em bers o f the school com m unity. Lack o f integration in either o f
the two areas is a m ajor factor in difficulties a student m ight experience (Loo & Rolison,
1986). Students w ho do not successfully integrate experience feelings o f alienation from
school. M any researchers have studied the alienation o f A frican-A m erican, Hispanic,
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and W hite students, but very few studies address th e alienation experienced by A sianA m erican students.
Stew ard et al., (1992) exam ined the factors that m ay lead some students from diverse
ethnic backgrounds and som e W hite students to experience greater alienation than other
students w ithin the sam e ethnic group. Specifically, they exam ined com ponents o f
interactional style and expressed feelings o f alienation am ong successful students w ithin
a predom inantly W hite university setting. The participants in the study w ere W hite,
A sian American, and H ispanic seniors at the university. Participants w ere selected from
a database that contained dem ographic information and enrollm ent status history for all
students. Only those students m eeting the criteria (e.g.. U nited States citizen, had been
continuously enrolled since their freshman year, no o ld er than 19 years o f age at initial
enrollm ent, and expected to graduate within a year follow ing data collection) for
successful students participated in the study. Tw enty-tw o A sian-A m erican students, 20
H ispanic students, and 51 W hite students participated in the study.
Each participant m et w ith the researcher in sm all groups o f 6-to-8 students o f the
sam e ethnicity. Packets containing a consent-fbr-research form , two copies o f the
Fundam ental Interpersonal R elations Orientation B ehavior Scale (FIRO-B) (Schütz,
1966), one U niversity A lienation Scale (UAS) (B urbach & Thom pson, 1972), one
researcher-developed S tu d en ts’ Demographic Q uestionnaire (SDQ), and one Successful
U niversity Students’ Interview form (SUSI) were distributed and com pleted by the
participants. A sian and H ispanic students were required to respond to the first FERO-B
tw ice, once as if they w ere in an all-W hite campus situation and once as if they w ere in a
cam pus situation w here all m em bers shared race and ethnicity w ith them . W hite students
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w ere only required to com plete the FIRO-B once to describe how they felt on the campus
they attended. B oth o f the instruments were self-adm inistered and participants w ere paid
S 10 for com pleting the instrum ents.
The FIRO-B co nsisted o f 54 Likert items (18 item s per dim ension) reflecting three
behavioral dim ensions; inclusion, control, and affection. For each dim ension, tw o scores
w ere obtained. The first score was the p articipant’s expressed or m anifest behavior. This
behavior is the actual observed behavior. The second score was w hat the participant
w anted from other people. The UAS consisted o f 25, five-point Likert item s designed to
m easure com ponents o f alienation (e.g., pow erlessness, m eaninglessness, and social
estrangem ent) in the college students. The SD Q contained 19 items addressing the
personal and academ ic backgrounds o f the participants (e.g., gender, m arital status, GPA,
fam ilial residency, fam ily education, and area o f study). The SUSI contained 16 item s
that asked the participants to assess their past academ ic environm ents w ith respect to
racial/ethnic com position and the current experience o f cam pus alienation related to race
and ethnicity.
A m ultiple regression analysis was used to exam ine the contribution o f the
interactional style com ponents (FIRO-B scores) to the reported experience o f alienation
(UAS scores). An A N O V A was used to exam ine differences across the total alienation
scores.
Results from the t test on the FIRO-B com ponent scores for the intraracial
(interaction w ith the sam e culture) and interracial (interaction w ith different cultures)
situations in each sam ple indicated no significant differences (p < .05) across the FERO-B
com ponents betw een th e tw o situations (expected and w anted interaction). T here w ere
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also no significant differences found for the FIRO -B scores across the three groups
(Asian, H ispanic, and W hite students). A sian and H ispanic students were not found not
to change interpersonal styles significantly w hen interacting in a situation w here the
ethnic m ake-up o f the group was diverse o r all W hite. Successful W hite, Asian, and
Hispanic students w ere found to have sim ilar interpersonal styles.
Significant results from the m ultiple regression w ith the H ispanic sample indicated
that expressed affection in an all-W hite setting w as found to negatively contribute to
alienation as m easured on the UAS. The m ore H ispanic students expressed intim acy in
an all-W hite setting, the less alienation th ey experienced. N one o f the other FERO-B
com ponents w ere found to significantly contribute to U A S scores for any o f the o th er
groups.
The A N O V A revealed no significant results across total U A S scores. Successful
W hite, Asian, and H ispanic students reported experiencing alienation on campus at
sim ilar levels, but not to a significant degree. A sian students w ere found to be the m ost
alienated students and W hite students w ere the least alienated.
Steward et al., (1992) concluded that in o rd er for W hite, A sian, and HispanicA m erican students to b e successful, the levels o f integration into the academic and social
systems o f their school environm ent m ust b e increased. T hey w ere certain that all
students experience alienation to som e degree, but that different factors (e.g., expressed
and wanted affection) exist that influence the extent o f the alienation experienced. For
exam ple, for H ispanic students, expressed affection in an all-W hite cam pus environm ent
was found to contribute significantly to th eir level o f alienation.
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T he alienation patterns o f A sian-A m erican students are rarely exam ined, but it is
clear from this study that A sian-A m erican students experience alienation ju st as AfricanA m erican, H ispanic, and W hite students do. It appears that if A sian-A m erican students
are to b e successful on campuses w here they are the ethnic m inority, school communities
will need to adopt policies and practices in w hich interaction am ong the students is
encouraged.
H ispanic Students. W hile students from diverse ethnic and linguistic backgrounds
receive opportunities for m embership in public schools, they are som etim es denied the
full benefits o f m em bership in terms o f course offerings, excellent teachers, and
encouragem ent (C alabrese & Poe, 1990; D avison et al., 1999; Loughrey & Harris, 1992;
M oyer & M otta, 1982; Valverde, 1987; W axm an et al., 1997). Schools apparently do not
encourage students from diverse ethnic and linguistic backgrounds to be successful
(C alabrese & Poe, 1990). In fact, the school organization m ay nurture an environment
that serves to alienate certain groups o f students m ore than other groups (Calabrese &
Poe, 1990).
D avison et al., (1999) conducted focus group interviews w ith Chicano/Latino
dropouts. The purpose o f the study was tw o-fold; (I) to elicit from th e participants the
reasons young C hicano/Latino students in M innesota quit school, and (2) to develop a
profile o f a C hicano/L atino dropout to b e used in a survey o f flfth-and eighth-grade
students. Participants in Phase 1 focus groups w ere Chicano/Latinos w ho dropped out o f
a M innesota high school no longer than five years prior to the study. T he 33 female and
39 m ale participants w ere from four urban and six rural school districts and were 16 to 24
years o f age. The focus group facilitators w ere experienced bilingual counselors from a
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C hicano/Latino Learning R esource Center and held at least a M aster’s D egree in
counseling or a related field.
G roup interviews w ere designed to establish rapport and encourage candid
participation from the participants and consisted o f open-ended questions concerning
fam ily and hom e environm ents. Discussions in the groups w ere guided to explore three
questions: (1) W hat w ere som e reasons you dropped out o f school?; (2) W hat could have
prevented you from dropping out?; and, (3) W hat w ould you say to a brother, sister,
relative, or friend who w as considering quitting school? O ther data collected included
field observations from extensive interactions w ith the participants. The data that
em erged from the interview s and field observations concerned the daily lives o f the
participants and their subjective views o f their fam ilies, schools, and tow ns. T hese data
provided inform ation as to the reasons w hy the students dropped out o f school.
This study was unique in that both direct questions and group interview s w ere used.
The com bination o f a group form at and parsim onious questioning strategies allow ed for
interaction and processing am ong participants (D avison et al., 1999). The result w as a
transcribed database containing personal insights and perceptions.
D ata were analyzed b y trm scrib in g the group tapes tw ice, once each by two bilingual
research assistants independent o f each other. T he two assistants wrote a final transcript,
after reaching consensus on its content. The transcripts w ere dissem inated to research
team m em bers and each team m em ber independently derived themes from the group
transcripts. The com bined them es were discussed and then the team chose the final
themes (D avison et al., 1999).
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Once the data w ere analyzed, participant responses revealed several them es as to w hy
C hicano/Latino students drop out o f school. These them es included: (1) students
experienced problem s w ith school attendance and the rules in place follow ing th eir
return, (2) barriers (e.g., econom ic and social) perceived by the students that im pacted
participation in school activities (e.g., not being encouraged to participate and actively
being discouraged from school participation), (3) referral to alternative educational
program s (e.g., special education classes, rem edial program s, and alternative schools), (4)
low er teacher and s ta ff expectations, and (5) personal problem s (e.g., pregnancy and
perceptions o f racism ).
T he responses revealed them es o f alienation and discrim ination in the school setting
and indicated treatm ent in school varied based on the race/ethnicity o f the student.
D avison et al., (1999) suggested that schools should stop view ing dropping out as a
problem that is inherent in the student. W hile there are dem ographic, econom ic, and/or
behavioral characteristics that put some students at risk for dropping out o f school, there
is virtually nothing the school can do to change factors such as ethnicity, poverty, gender,
or language differences. Instead, schools should look at factors w ithin the school (e.g.,
barriers to participation in school activities, lack o f com m unication betw een hom e and
school, and student referrals to alternative program s) that contribute to alienation and
eventually lead to a student dropping out o f school.
Loughrey and H arris (1992) conducted a correlational study o f the relationship
betw een adolescent alienation (personal incapacity, guidelessness, and cultural
estrangem ent) and other variables such as gender, ethnicity, and GPA. The study
involved four very different high schools. Two w ere in a large urban school district, one
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in a small town, and th e fourth on the Navajo R eservation. An equal num ber o f male and
female students betw een the ages o f 15 and 17 participated in the study. O ne hundred
and seventy-one H ispanic students, 168 N avajo students, and 127 W hite students filled
out the A dolescent A lienation Scale (AAS).
The AAS contains 41, 4-point Likert item s that deal w ith personal incapacity,
guidelessness, and cultural estrangement. The 4-p o in t item s range from agree (1) to
disagree (4) w ith a h ig h score on the AAS indicating m o re alienation w hile a low score
indicates less alienation. Students also com pleted the M innesota School A ttitude Survey
(M SAS) (A hlgren, 1983) that is com prised o f 40 item s scored on a four-point scale. The
MS AS consists o f three sum m ary clusters including: (1) support at school (statem ents
about academ ic success, personal support, acceptance, and fairness), (2) pressure at
school (statem ents ab out academ ic pressure, com petition, and external m otivation), and
(3) personal developm ent (statem ents about w orth as a student, need for structure,
cooperation, and internal m otivation). A 22-item dem ographic survey was also
adm inistered to the students.
Two analyses o f variance (ANOVAs) and a m u ltiv ariate m ultiple regression were
conducted to determ ine the relationship betw een the variables on the two surveys with
each other. In the p rim ary analysis, a m ultivariate m u ltip le regression using a
multivariate analysis o f variance (M ANOVA) analyzed relationships am ong gender,
ethnicity, G PA , the th ree school attitude variables (support at school, pressure at school,
and personal developm ent), all the interactions involving categorical variables (Hispanic
students. W hite students, and N ative-A m erican students), all the interactions that did not
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involve more than one continuous variable, and the three dim ensions o f adolescent
alienation (personal incapacity, guidelessness, and cultural estrangem ent).
Results o f the prim ary analyses indicated that significant effects w ere found for each
o f the six m ain effects (e.g., ethnicity, gender, GPA, support at school, pressure at school,
and personal developm ent at school) as w ell as the tw o first-order interactions (e.g.,
gender X support at school and ethnicity X pressure at school). The significant effects
revealed that H ispanic and N avajo students felt m ore guideless than W hite students. This
indicates that H ispanic and N avajo students feel that there are no norm s o r accepted rules
to guide behavior in school. W hite students had higher m ean scores on cultural
estrangem ent than H ispanic students and H ispanic students had higher m ean scores than
N avajo students, indicating that W hite and H ispanic students tend to reject m iddle-class
value systems m ore than N avajo students, and W hite students m ore than H ispanic
students.
Fem ale students had higher m ean scores on personal incapacity and cultural
estrangem ent than m ale students. This indicates that, in this study, fem ale students
tended to have greater difficulty dealing w ith the pressures o f daily life and w ere more
likely to reject a m iddle-class value system.
Results from the prim ary analyses also revealed that: (I) pressure at school was
positively related to personal incapacity and guidelessness, and (2) support at school was
negatively related to guidelessness and personal incapacity. The greater the pressure at
school, the greater the stu d en t’s feelings o f not being able to cope w ith daily life or
accept rules to guide th eir behavior. Increased support at school appears to decrease
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student feelings th at they are not able to cope w ith daily life o r that there are not any rules
to govern their behavior.
The tw o first-order interactions (gender X support at school and ethnicity X pressure
at school) revealed three m ajor results. First, pressure at school w as positively related to
the alienation o f H ispanic students (7% ), W hite students (18% ), and N avajo students
(8%) w ith a stronger relationship for W hite students. T he m ore pressure (academic
pressure, com petition, and external m otivation) felt b y W hite students from the school
environm ent, the greater their feelings o f alienation. Second, support at school (academic
success, personal support, acceptance, and fairness) w as positively related to feelings o f
alienation for fem ale students but not m ale students. Fem ale students felt more
com petent and m ore rejecting o f societal m iddle-class values. Third, support at school
was negatively related to personal incapacity^ for fem ale students bu t not m ale students.
Female students w ho perceived that they received support from teachers felt less
incompetent. F o r all three ethnic groups, as the perceptions o f pressure they experienced
at school increased, the alienation increased. This w as especially true for W hite students.
Loughrey and H arris (1992) p rovide several suggestions they believe schools should
address to alleviate the alienated feelings experienced by students. T hese include: (I) the
provision o f m ore role m odels for H ispanic and N avajo students, (2) the involvement o f
W hite students in the system w ith the potential to effect change, (3) providing White
students w ith real-life experiences rath er than textbook instruction, (4) providing White
students w ith m ore challenges, (5) inform ing teachers and other school personnel o f the
feelings o f incom petence that fem ale students harbor, and (6) recognizing that school
pressure is related to dim ensions o f alienation.
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C alabrese and Poe (1990) adm inistered the D ean A lienation Scale (D ean, 1961) to
1,064 secondary school students in grades 7 to 12 in an urban school district to determ ine
any significant differences in th e level o f alienation am ong A frican-A m erican students
(n = 171), W hite students (n = 669), and H ispanic students (n = 58). The num bers o f
male and fem ale student participants w ere 545 and 514, respectively.
The D A S w as used to m easure three dim ensions o f alienation (isolation,
norm lessness, and pow erlessness). The com bined scores from the three subscales
provided a total alienation score for students. A high score on the DAS indicated m ore
alienation w hile a lower score indicated less alienation. T he researchers believed that
W hite students, both male and fem ale, w ould feel less alienation than A frican A m erican
or H ispanic students, male and fem ale. They also b elieved that the level o f alienation
among A frican-A m erican or H ispanic students w ould becom e progressively m ore
pronounced w ith more experience in school.
R esults indicated that there w ere significant differences am ong racial configurations
in term s o f isolation and pow erlessness, w ith no differences in total alienation or
norm lessness. As far as specific racial groups w ere concerned, A frican-A m erican
students w ere significantly m ore pow erless and isolated than W hite students. H ispanic
students w ere significantly m ore isolated than W hite students, but there were no
significant differences betw een A frican-A m erican and H ispanic students, or betw een
genders w hen sorted by race. W hite, A fiican-A m erican, and H ispanic male students
were significantly more isolated than their female counterparts.
W ith regard to H ispanic students and alienation, C alabrese and Poe (1990) concluded
that the high H ispanic dropout rates m ight continue unless the school organization
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exam ines its own culture for variables (e.g., teacher attitudes, school policies and
practices, and school character) that contribute to student alienation rather than
continually exam ining th e student’s culture.
V alverde (1987) conducted a study in a predom inantly M exican-A m erican high
school located in the southw estern United States. T he school w as located in a loweconom ic neighborhood and involved 52 Hispanic students w ho had dropped out o f the
high school and 52 H ispanic students who had graduated from the high school. There
w ere an equal num ber o f fem ale and male students in each group as w ell as students who
w ere lim ited English proficient (LEP) and non-lim ited English proficient (non-LEP).
A structured interview was conducted with each participant in the study. The
researcher read the interview questions and the respondents’ answers w ere w ritten
directly on the questionnaire. This procedure gathered 104 usable interviews. Field
notes also were taken before and after the interviews. T he field notes consisted o f
additional inform ation o r com m ents provided by the participant and/or their parents
during the interview. T he data w ere analyzed by recording the percentages o f students
who responded to the questions in a particular m anner. F or exam ple, approxim ately 29%
o f the parents o f the dropouts and 27% o f the parents o f the graduates were reported as
having no formal education. The sam e descriptive (percentage) statistics were reported
for each o f the variables (e.g., parental education level, parental occupational level, peer
group, siblings, grades, and LEP and non-LEP status).
R esults from the study revealed similarities in H ispanic students, w hether they had
dropped out o f school or graduated, female or male, LE P o r non-LEP, all were very
sim ilar on m easures o f fam ily educational and occupational levels and academ ic abilities.
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The variables that distinguished the graduates from the dropouts w ere those concerning
the im pact o f the peer group and academ ic perform ance or grades. Graduates reported
having m ore friends than dropouts and some said th ey stayed in school because o f their
friends. D ropouts reported feelings o f alienation and rejection. This was substantiated
by the fact that dropouts and graduates reported no association w ith each other. In regard
to grades, the dropouts reported low er academic perform ance than the graduates. Fiftyfour percent o f the dropouts and 8% o f the graduates reported grades below a C average.
This high incidence o f low academ ic perform ance am ong the dropouts m ay have had an
effect on the patterns o f participation in activities and on placem ent in special education
program s (V alverde, 1987).
V alverde (1987) concluded that the variables th at distinguished the H ispanic
graduates from the H ispanic dropouts in this sam ple w as peer group and grades.
H ispanic graduates reported having m ore friends an d higher grades than the H ispanic
dropouts. O ther distinguishing characteristics w ere feelings o f alienation, rejection,
isolation, and disconnectedness am ong non-graduates. V alverde (1987) concluded that
the graduates appeared to have a support system o f academ ically able friends who helped
the student persist in com pleting his/her education, w hile the H ispanic students w ho had
dropped out had no one.
W axm an et al., (1997) conducted a study in five ethnically diverse m iddle schools
located in a m ajor m etropolitan city in the south central region o f the U nited States. The
study com pared the m otivation and learning environm ent o f 60 resilient and 60
nonresilient H ispanic students. R esilient students w ere identified as those who succeeded
in school despite com ing from at-risk environm ents and nonresilient students were those
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w ho com e from equally stressful environm ent, but do not succeed. Several researchers
have identified personal characteristics o f resilient students (Bernard, 1993; M cM illan &
Reed, 1994). They include; (1) social com petence lik e responsiveness, (2) problem 
solving skills, (3) autonom y, (4) sense o f purpose, (5) individual attributes. (6) positive
use o f time, (7) family, and (8) school. Few studies h av e com pared resilient and
nonresilient students on th ese characteristics. This study w as conducted to com pare the
m otivation and classroom -learning environm ent in m athem atics o f resilient and
nonresilient H ispanic students. O ther im portant back g ro u n d characteristics (e.g.,
academ ic aspirations, attendance record, and student personal tim e allocation) related to
student academ ic achievem ent w ere exam ined because they appear to be im portant
variables related to student achievem ent.
Three standardized instrum ents were adapted and used in the study. The
M ultidim ensional M otivational Instrum ent (MMX) (U guroglu, Schiller, & W alberg, 1981;
U guroglu & W alberg, 1986) w as used to m easure the extent to which students feel the
intrinsic desire to succeed and earn good grades in m ath and the extent to w hich they
exhibit pride in their class w ork. The A chievem ent M otivation and A cadem ic SelfC oncept subscales from th e M M l w ere also used in this study. The C lassroom
Envirorunent Scale (C ES) (Fraser, 1982, 1986) w as used to assess student perceptions o f
their relationships w ith students and teachers as w ell as the organizational structure o f
their classroom . For this study, the Involvem ent subscale o f the CES w hich m easures the
extent to w hich students participate actively and attentively in math, and A ffiliation
subscale w hich m easures th e extent to w hich students know , help, and are friendly
tow ard each other in class, w ere used. Two scales o f th e Instructional Learning
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Environm ent Q uestionnaire (ILEQ) (Knight & W axm an, 1989, 1990) w as used. The
ELEQ is designed to m easure student perceptions o f several aspects o f th eir instructional
learning environm ent. T he Satisfaction subscale and the Parent Involvem ent (PI)
subscale o f the ILEQ w ere used in this study to m easure the extent to w hich students
enjoy their m ath class, schoolw ork in math, and the extent to w hich parents were
interested and involved in their child’s w ork in math. Each scale from the three
instruments (M MI, C E S, and ILEQ) included four items and all w ere m easured on a 4point Likert scale ranging from 1 (not at all true) to 4 (very true). Student responses to
each item w ithin the sam e scale were added and averaged to reveal a m ean value. A
m ean value o f four indicated that the student responded favorably o n the scale and a
m ean value o f one indicated an unfavorable response from the student. The m ath
achievem ent o f the students w as measured using the Four-Step Problem Solving Test
(Hofman, 1986). T h e scales from the three instrum ents and background inform ation
(e.g., background characteristics, academic aspirations, attendance, and tim e allocation)
obtained from the N ational Educational Longitudinal Study (1988) (N E LS) survey
(Hafher, Ingels, Schneider, & Stevenson, 1990) w ere combined into one survey and
adm inistered concurrently by trained researchers near the end o f the school year during
the math class.
Chi-square tests w ere used to compare the frequencies o f responses betw een resilient
and nonresilient students on the background item s obtained from the N ELS survey. A
three-way M A N O V A w as used to determine if there were m otivational and perceptional
differences by gender, grade, student classification (resilient or nonresilient), and if there
w ere interaction effects by gender, student classification, and/or grade level. Follow-up
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univariate A N O V A s and post hoc m ultiple com parison tests w ere also perform ed to
determine w here the significant differences were.
The descriptive and chi-square results for the resilient and nonresilient groups
revealed that there w ere no significant difference between the tw o groups on w hether
they spoke a language other than E nglish before they started school. A bout 76% o f the
resilient students indicated that they spoke English before they started school and
approxim ately 67% o f nonresilient students responded that they spoke a language other
than English before entering school.
There w as a statistically significant difference betw een the tw o groups on the extent
to which students w ere held back a grade in school. Fifty-three percent o f nonresilient
students indicated they had been held back a grade in school com pared to 13% o f
resilient students. T here also was a significant difference betw een the two groups on
their academic aspirations. R esilient students (78% ) indicated m ore often that they w ere
sure that they w ould graduate from high school and college com pared with only 43% o f
nonresilient students.
The three-w ay M A N O V A indicated that there were significant m ain effects o f group
(resilient and nonresilient) and grade level on m iddle school student m otivation and
perceptions o f their learning environm ent. The overall m otivation and perceptions o f the
resilient students o f their math classroom learning environm ent w ere significantly
different from those o f less resilient students. This indicated that the resilient students
were highly m otivated and had favorable perceptions o f their classroom environm ent
There were no significant main effects for gender, or interaction effects o f group by
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gender, group by grade, gender b y grade, or group b y gender and grade, indicating that
student gender and grade level have no bearing on student resiliency in this study.
T h e descriptive and univariate AN O V A results for student m otivation and
perceptions by group and grade revealed that resilient students had significantly higher
perceptions o f involvem ent, satisfaction, academic self-concept, and achievem ent
m otivation than nonresilient students. There were no significant differences betw een the
two groups on the A ffiliation
and P arent Involvem ent scales.
W axm an et al., (1997) concluded that resilient and nonresilient H ispanic students
m ay be exposed to inappropriate educational experiences in the family, school, or
com m unity, but educators cannot change these experiences. However, educators can
m odify educational policy and practice to im prove the education o f students at risk o f
dropping out o f school. E xam ining these factors allow s educators the opportunity to
investigate the circum stances that place these students at risk as well as the processes or
factors that result in student success (W axman et al., 1997).
The research indicates that H ispanic students encounter variables w ithin the school
environm ent that prevent them from actively engaging in the educational process. In
fact, the schools appear to be structured in a m anner that often prevents H ispanic students
from rem aining in school and being successful in their academ ic and social interactions.
D isabilitv. O ver the years, students w ith disabilities have been recognized as having
social deficits and being in need o f social skills training (M argalit, 1991), yet little
research is available that focuses on the feelings o f the students concerning th eir social
situation and sense o f alienation. A review o f the literature revealed five studies that
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have collected data concernin g students w ith disabilities and alienation. The first study
investigated the feelings o f loneliness (social isolation) in students w ith learning
disabilities (LD) in self-contained classes (M argalit, 1991). The second study
investigated the differences in the degrees o f alienation experienced by students in special
education and students in general education classroom s (Silverm an et al., 1970). The
third study provided d a ta on the social functioning o f elem entary level students with LD
in inclusive classroom s (V aughn & Elbaum , 1996). T he fourth study b y Shoho and
K atim s (1997) investigated the alienation perception differences found am ong high
school students w ith disabilities. The last study exam ined the link b etw een alienation and
ethnicity, behavioral and academ ic difficulties, and disability (R obertson, H arding, &
M orrison, 1998).
In a study conducted in Israel, M argalit (1991) sam pled 76 students (53 m ales and 23
females) from seven self-contained classes o f students w ith learning disabilities. The
students ranged in age from 12-to 15-years old. Four questionnaires w ere adm inistered
individually to the students and teachers in their schools. The 10-item A ggressive
B ehavior Scale (A BS) (M argalit, 1985) was com pleted by the teacher and provided an
overall index o f student aggressive behavior rated on a 0 to 3 -severity index. The ABS
was designed to collect aggressive behavior descriptions o f students as ju d g ed by the
teachers.
T he 34-item Social S kills Rating Scale (SSR S) (M argalit, 1992) w as com pleted by
the students and provided an opportunity for them to rate their ow n social behavior. The
Loneliness Q uestiorm aire (L Q ) (W illiams & A sher, 1990) m easured loneliness
experienced by students and consists o f 16 prim ary item s, 5 filler item s, and 3 com puter
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activity item s. T he LQ is based o n a 5-point Likert scale, ranging from n ev er ( 1) to
always (5). The LQ w as com pleted b y the students and provided a general loneliness
score, a general interest score, an activity score, and a general com puter interest score.
The Peer A cceptance Scale (PAS) (A ndrasik & M atson, 1985) asked each student to rate
their classm ates as to the extent they like to w ork and be together w ith the student. The
PAS involves the students in rating them selves on a 5-point Likert scale
Cluster analysis w as used to group sim ilar individuals over a predefined set o f
variables (gender and age). G rouping o f sim ilar individuals w as based on m easures
derived from the basic data o f the study (A BS, peer acceptance, com puter interest, and
SSRS scores). A hierarchical m ultiple regression analysis was conducted on the
loneliness m easure, w ith the independent variables entered as follows; gender, age.
Aggressive B ehavior Scale, peer acceptance, com puter interest, and Social Skills Rating
Scale scores. R esults indicated that loneliness w as significantly predicted by a student’s
peer acceptance, com puter activities, and social skills. All three w ere negatively related
in that the low er the ratings on peer acceptance, com puter activities, and social skills, the
greater the loneliness scores o f a student.
M argalit (1991) concluded that four clusters o f students could be identified. The first
cluster o f 17 students consisted o f lonely, aggressive students who w ere rated by their
teachers as dem onstrating disruptive b eh av io r and w ho viewed them selves as very lonely.
The second cluster o f 31 students consisted o f lonely non-aggressive students who
viewed them selves as very lonely and w ere rated b y their teachers as having low levels o f
disruptive behavior in the classroom . T he third cluster o f 26 students consisted o f nonaggressive and non-lonely students w ho did not view them selves as lonely, n o r did their
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teachers rate them as disruptive. T he fourth cluster o f 2 students consisted o f the
extrem ely lonely students w ho em phasized their lonely feelings, but w ere not rated as
disruptive b y th eir teachers. M argalit (1991) concluded that the levels o f loneliness
among students w ith LD could be predicted by their p eer acceptance, social skills, and
com puter activities.
Silverm an et al., (1970) conducted research designed to m easure the degree o f
alienation that exists betw een special education students and th e ir peers w ithout
disabilities. The study consisted o f tw o groups o f students (N = 244). The first group
was com prised o f students w ith m ental retardation (M R) (102 m ales and 54 males) and
the second group w as m ade up o f students w ithout disabilities (42 m ales and 46 females).
Students w ere adm inistered an 87-item , L ikert opiniormaire that contained seven
measures o f alienation (e.g., pow erlessness, conform ity, m eaningless, hopeful
friendliness, psychosocial isolation, norm lessness, and theoretical general alienation).
Students indicated w hether they strongly agreed, slightly agreed, slightly disagreed, or
strongly disagreed w ith each item by circling their choice on the opiniorm aire. The
students w ere allow ed as m uch tim e as needed to com plete all o f the item s. Because o f
the low reading ability o f the students w ith M R, exam iners in each classroom were
instructed to spend as m uch tim e as required to explain the co n ten t o f a given item to a
student. S om e students were rem oved from the sam ple because o f th eir lack o f
com prehension o f the task.
A fter com pletion o f the opiniorm aire, scores were analyzed b y m eans o f a 2 X 2
factorial A N O V A . R esults revealed significant differences on all seven o f the factors
com prising the alienation measure. O n six o f the seven factors (pow erlessness.
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conformity, m eaninglessness, isolation, norm lessness, and theoretical general alienation),
significant m ain effects w ere found for classes (special education and general education)
indicating that students in special education classes were m ore alienated than their peers
in general education. O nly the m easure o f hopeful friendliness (an anti-alienative factor)
revealed less alienation in students in special education classes than th eir peers in general
education classes. In this instance, students in special education show ed greater faith that
the problem s o f th e w orld could be solved through cooperation w ith h is/h er fellow hum an
beings than did general education students.
Silverm an et al., (1970) concluded th at the prejudicial roles and role expectations to
w hich students w ith m ental retardation are subjected in our society relate directly to the
emergence o f negative attitudes and values concerning school in th ese students. In spite
o f these negative attitudes, students w ith M R seem to develop stro n g er beliefs about the
essential goodness o f hum ankind and th eir peers w ithout disabilities. Silverm an et al.,
(1970) suggests th at these strong beliefs in people could be due to th e strong personal
attachm ents o f students w ith M R that evolve out o f their greater dependency on others.
Research conducted by Vaughn and E lbaum (1996) did not support the findings o f
the M argalit (1991) or Silverm an et al., (1970) concerning the social functioning (e.g.,
degrees o f peer acceptance, self-concept, loneliness, and social alienation) o f students
w ith disabilities. V aughn and Elbaum (1996) hypothesized that, o v er tim e, students in
inclusive settings w ould dem onstrate feelings o f social alienation and loneliness that
w ould not differ significantly fi-om those o f th e ir peers w ithout disabilities.
The research b y V aughn and Elbaum (1996) w as conducted in an urban school in
w hich 75% o f th e students received free o r reduced lunch. A pproxim ately 937 students
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attended the school, o f w hich 64 second through fourth graders participated in the study.
In this particular school all students w ith LD received instruction in inclusive classroom s.
T he student sam ple for this study w as 91% Hispanic, 5% W hite, 3% African A m erican,
and 1% other. Students w ere also classified into groups o f students with LD (n = 16),
students who w ere low achievers (LA) (n = 27), and students who were average/high
achievers (A H A )(n = 21).
Trained research associates collected student m easures individually and in groups on
three different days in the fall and spring. Four questionnaires/surveys w ere adm inistered
to the students. These included: (1) a Likert-type index o f peer acceptance and social
status from the perspective o f classm ates, (2) a self-concept scale in w hich students
view ed pictures and listened to descriptors o f targeted children that measured four
dim ensions: looks, friends, global self-worth, and academ ics, (3) a 10-item, 3-point
Likert-type loneliness and social dissatisfaction scale (W illiam s & Asher, 1992) that
provided a m easure o f student feelings o f loneliness and dissatisfaction with their peer
relationships in school, and (4) the 26-item , Likert-type Social Alienation Scale (SA S)
(Seidel & Vaughn, 1991) that m easured student social alienation from their teachers.
D escriptive analyses that indicated means and standard deviations by group for each
variable (liked, social alienation, lonely, looks, friends, self-w orth, and academ ic) w ere
calculated. Results indicated that students with LD w ere less w ell liked and m ore
frequently rejected than average/high achieving (AHA) students. However, students with
LD did not differ from th eir peers w ithout LD on ratings o f loneliness. The authors
suggest that this m ay b e due to the increased levels o f com fort on the part o f the students
w ith disabilities. Students w ith disabilities dem onstrated increases in the num ber o f
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w ithin-class reciprocal friendships fi'om the fall to the sp rin g sem ester. Those
relationships w ere noted in both o f the other peer groups as w ell (e.g., low achieving and
average/high achieving students).
V aughn and Elbaum (1996) concluded that further research should be conducted
concerning the argum ent that inclusion will reduce the iso latio n o f students with
disabilities w ho have traditionally been labeled and phy sically rem oved from their peers.
They suggest that the social outcom es for students in in clu siv e program s are m ultifaceted
and com plex and that much m o re research is needed to u n d erstan d how the diverse
aspects o f inclusive education affect a student’s social adjustm ent.
Shoho and K atim s (1997) conducted a study designed to investigate the perceptions
o f alienation am ong senior high school students w ith LD in fully inclusive versus
resource room placem ents. Seventy-six special education students (24 female students
and 52 m ale students) from a rural high school were surveyed using the 24-item, Dean
A lienation Scale (DAS) (Dean, 1961) to determine their perceptions o f isolation,
norm lessness, and pow erlessness in a school context.
The school the students attended is located in a m iddle econom ic status, working
class com m unity in Texas. The ethnic composition o f the participants was 25% H ispanic
and 75% W hite. O f the 76 students, 30 were placed in a full inclusive model for the
entire day and the rem aining 46 participants were pulled o u t daily for 45 minutes o f
academ ic rem ediation and support. The remainder o f th eir d ay w as spent in the general
education classroom .
The cum ulative score o f the three subscales o f the D A S m ade up the students’ total
alienation score. The possible range o f scores for the q u estio n n aire w as; total alienation.
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G - 120; pow erlessness, 0 —45; nonnlessness, 0 —30; and isolation, 0 - 4 5 . T he higher
the score on the D A S, the higher the construct b ein g m easured (e.g., total alienation,
pow erlessness, norm lessness, isolation).
A lienation scores w ere obtained from the D A S. T he dependent variables m easured
were isolation, norm lessness, pow erlessness, and a cum ulative score for total alienation.
The independent variables m easured were learning settin g (inclusion versus resource
room), gender, ethnicity, grade level, family status, and extracurricular activity
involvement. A lienation differences, because o f the tw o learning settings, w ere assessed
using M A N O V A techniques. In the first analysis all three alienation areas w ere used as
dependent m easures. The results indicated no significant differences in gender, ethnicity,
grade level, fam ily status, or extracurricular activ ity involvem ent. The results did
however produce four statistically significant findings related to learning settings. The
first significant finding w as in pow erlessness. Students w ho spent the entire day in
general education classes reported significantly low er levels o f pow erlessness than their
peers who w ere pulled out o f the classroom p art o f the day. This indicated that students
with LD w ho w ere fully included all day felt greater control over their learning
environm ent than their peers w ho are pulled o u t for p art o f the day. T he second
significant result w as in norm lessness. Students w ho w ere placed in general education
classes all day reported significantly lower levels o f norm lessness than th e ir peers w ho
were pulled out o f the classroom for part o f the day. T his indicated that fully included
students perceive their values and norms to b e sim ilar to general education students. The
third significant finding illustrated that fully included students reported low er levels o f
isolation than th e ir peers w ho w ere pulled out o f the classroom for part o f the day.
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Students w ho w ere not pulled out reported feeling less stigm atized and m ore connected to
their general education peers. Finally, high school students identified w ith LD w ho were
pulled out o f the general education classroom for academ ic rem ediation and support
reported higher levels o f alienation than sim ilar students who spent the entire day in the
general education classes.
Shoho and K atim s (1997) suggest that educators and other school personnel involved
in the decision-m aking process concerned w ith the placem ents o f students w ith
disabilities consider the findings o f this study. Students w ith disabilities w ho w ere pulled
out o f their general education classrooms experienced greater levels o f alienation on all
three subscales (isolation, norm lessness, and pow erlessness). Full inclusion appeared to
m inim ize perceptions o f alienation among the students w ith LD in this study. Shoho and
Katim s (1997) believe this m ay be due to several factors including (1) the collective
attitudes and expectations o f non-special education school personnel, (2) special
educators’ perceptions o f alienation due to m inim al interaction w ith non-special
education faculty, (3) structural procedures used to transition special education students
from class to class, and (4) special education students’ disenfranchisem ent from the
decision-m aking and educational placem ent process. The findings o f this study m ay be
relevant to any adm inistrator considering m odifications to their school environm ent to
accom m odate students w ith diverse leam ing needs.
R obertson, H arding, and M orrison (1998) used m easures o f student self-perceptions
and teacher behavioral and academ ic perception to com pare students w ho w ere at-risk for
school failure, experiencing leam ing or speech disabilities, and students considered not at
risk. R isk (e.g., self-concept, teacher rating o f student behavior, academ ic perform ance.
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social skills) and resiliency concepts (e.g., social support, school bonding, cooperation,
social problem -solving) w ere used as the focus o f com parison in this study.
This study used teacher-rated m easures and student-rated m easures to collect data
related to student alienation. Teachers indicated his/her p erception o f a student related to
academ ic or behavioral functioning (e.g., G PA and acting-out behavior), w hile students
reported their ow n perceptions.
Eight theories w ere investigated in this study. The S e lf D escription Questionnaire
(SDQ) (M arsh & Sm ith, 1987) was used to m easure academ ic and peer self-concept o f
students. The item s on the questionnaire are phrased as declarative sentences (e.g., I
m ake friends easily) and students responded using one o f five response categories
ranging from (1) false to (5) true.
T eacher perceptions o f student academ ic and peer com petencies w ere m easured by
GPA s (academ ic perform ance) and records in the student’s cum ulative files (social skills
rating). Both the teachers and the students provided inform ation concerning student class
participation. The student completed a classroom readiness survey (Brendt & M iller,
1990), w hile the perceptions o f the teacher w ere obtained from student cum ulative files
under teacher ratings o f a student’s study skills.
In the area o f problem behavior, students com pleted the Individual Protective Factors
Index (IPF) (Springer & Phillips, 1995). The IPF is a 6-point scale survey that asked
students to report the num ber o f times they engaged in certain behaviors (e.g., got into a
fight, sent to the principal, skipped school). T eacher perceptions concerning problem
behavior w ere m easured through the A cting O ut Scale (A O S) from the Teacher-Child
R ating Scale (TORS) (H ightow er, W ork, Cow en, Lotyczew ski, Spinell, Guare, &
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R ohrbeck, 1986). T h e A O S asked teachers to indicate students w ho could be
characterized by item s taken from the AOS o f the original TCRS. A nsw ers were coded
w ith a (1) for characteristic present or a (0) for characteristic absent.
The children’s convoy m apping procedure (Levitt, G uacci-Franco, & Levitt, 1993),
w as used to m easure social support the student received from significant others in his/her
life (e.g., m other, father, siblings). The total num ber o f supportive individuals listed by
students w as analyzed for this study.
The C hildren’s A ction Tendency Scale (C A TS) (Deluty, 1979) w as used to measure
w hether a student approached solving problem s in an aggression o r assertion manner.
The C hildren’s A ction Tendency Scale is a 13-item self-report su rv ey that assesses a
student’s responses in 13 conflict situations (e.g., being teased, losing a gam e, being
physically or verbally provoked).
To m easure cooperation, the Individual Protective Factors Index (S pringer & Phillips,
1995) was adm inistered to the students. Students responded to 19 item s on a 4-point
Likert scale (Y ES!, yes, no, and NO!).
Four com ponents o f school bonding (e.g., social and emotional ties to others at
school, participation in school and adherence to school goals, engagem ent in school
activities, and b e lie f in the efficacy o f the institution o f school) w ere m easured with the
Psychological Sense o f School M em bership Scale (G oodenow , 1993). This survey is
m ade up o f items dealing w ith the student’s perceived likeability, personal acceptance,
inclusion, respect, and encouragem ent o f others.
R obertson et al., (1998) used a 2 X 4 (gender x student group) analysis o f variance
(A N O VA ) and found significant group differences for gender, and student group.
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T eacher-rated grades w ere higher for girls than they w ere for boys. Post-hoc
com parisons indicated significant differences betw een students at risk and students not at
risk, as w ell as betw een students not at risk and students w ith LD. In each o f those two
cases, students not at risk received higher grades. N o significant differences were found
on student-rated academ ic self-concept m easures for gender or student group.
A 2 X 4 (gender x student group) AN O V A for class participation indicated significant
differences for both gender student group. G irls w ere rated high by teachers on study
skills. T h e post-hoc analysis indicated that the students not at risk w ere rated as having
more adequate study skills com pared to the students in the risk and LD groups. Results
from the stu d en t self-rating indicated a significant effect for gender, b u t not for student
group. T he girls reported m ore classroom readiness com pared to the boys.
T eacher ratings o f social skills were explored w ith a 2 X 4 (gender x student group)
A NOVA. A significant student group difference w as found. Post hoc analyses indicated
that the students in the non-risk group were rated by teachers as having better social skills
than their peers in the at risk group. There w ere no effect for gender and social skills.
The student ratings o f their ow n social skills show ed a significant difference for student
group. P ost hoc analyses indicated that students w ith LD rated them selves higher than
the students in the speech group along this dim ension (e.g., social skills).
A tw o-w ay (gender x student group) A N O V A w as used to m easure teacher ratings o f
problem behavior. R esults from the ANOVA indicated a significant m ain effect for
gender. T h e m ale students w ere rated as having m ore problem behaviors compared to the
female students. Post hoc analyses indicated that students in the at risk group were rated
by their teachers as having m ore problem behaviors than the students in the non-risk
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group. S tudent ratings indicated a significant effect for gender and student group.
Fem ale students reported few er problem behaviors com pared to m ale students. Post hoc
analyses indicated that students w ith LD reported m ore problem behaviors than the
students in the non-risk group.
A dditional resiliency indicators (e.g., social group, problem -solving skills,
cooperation, school bonding) w ere also analyzed. All three indicators w ere rated by the
students and analyzed using a 2 X 4 ((gender x student group) ANOVA.
F or social support, significant differences w ere found for the total num ber o f socially
supportive individuals for gender and student group. Fem ale students reported a higher
num ber o f supportive individuals compared to m ale students. Post hoc analyses indicated
that students in the non-risk group reported a higher num ber o f supportive individuals
com pared to the students w ith LD.
For aggressive problem solving, a significant effect was found for gender. M ale
students reported that they w ould solve social problem s in an aggressive m anner m ore
often than the female students. There was no significant effect found for student group.
In term s o f assertive behavior, a significant m ain effect was found for student group. The
post hoc analysis was not significant but a trend appeared that indicated that students in
the non-risk group reported choosing assertive problem -solving alternatives m ore
frequently than the other groups.
For cooperation, analyses indicated a significant difference for student group. The
post hoc analyses indicated that the students in the at-risk group reported higher levels o f
cooperation com pared to students in the speech group. Results for gender and
cooperation w ere not significant.
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The results for school bonding showed nonsignificant effects for student group and
gender, but a trend indicated low bonding scores am ong m ale students in the speech
group. This indicated that students with LD in this did not rate them selves low er w hen it
cam e to bonding w ithin the school.
R obertson et al., (1998) concluded that b y exam ining resiliency and risk factors for
students w ho m ay exhibit socioem otional and academ ic concerns, educators could
identify the students in need o f extra school-linked program m ing. The authors suggest
that teachers have available and be aware o f not only special education services, but also
program m ing that m ay b enefit a w ide range o f adolescents w ho are at risk.
Students with disabilities show a profile o f school alienation indicated by low
bonding and poor peer self-concepts (M argalit, 1991a). R esearch appears to indicate that
students w ith disabilities, LD and M R specifically, experience m ore feelings o f loneliness
and social isolation than th eir peers w ithout disabilities. T he feelings and levels o f social
alienation and loneliness experienced by th ese students m ay depend on classroom
placem ent, type o f disability, behavior, age, gender, and the am ount o f tim e they spent in
inclusive classroom s (R obertson et al., 1998; Shoho & K atim s, 1997; Vaughn & Elbaum ,
1996). V aughn and E lbaum (1996) provide hope that over tim e students with disabilities
in inclusive settings can begin to develop friendships that w ill decrease their feelings o f
loneliness and social alienation. H ow ever, th ere is no research concerning the outcom es
for those students w ho do not develop the friendships needed to decrease their levels o f
alienation.
G ender. On the basis o f existing research, the expectation has been created that m ales
feel m ore alienated from society and school than the fem ale students. H ow ever, research
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indicates that w hile m ale students have greater total alienation scores, fem ale students
often score higher on som e domains o f alienation. F o r exam ple, W olfstetter-K ausch and
G aier (1981) found th at fem ale students experienced greater feelings o f m eaninglessness
and higher feelings o f isolation than their m ale counterparts. O ther research supports the
findings o f W olfstetter-K ausch and Gaier (1981) and even suggests that fem ale students
do not lag too far b eh in d in their overall feelings o f alienation (C alabrese & Seldin, 1986;
Loughrey & H arris, 1992).
In a study designed to determ ine w hether A frican-A m erican males experienced
greater alienation than th e ir female counterparts, W olfstetter-K ausch and G aier (1981)
recruited 58 A frican-A m erican students (32 fem ale and 26 male) from low -incom e
households attending a segregated high school. T he students com pleted a questionnaire
based on a m ulti factor concept o f alienation (e.g., pow erlessness, m eaninglessness,
pessimism, social isolation, and short-run hedonism ). T he 30-item, self-adm inistered
questionnaire designed b y Besag (1966) to m easure th e degree o f a stu d en t’s feelings o f
alienation from society and school used. Six item s focused on alienation from school
(e.g.. Do you like school?) and 24 items that d ealt w ith alienation from society (e.g.. Will
working hard lead to a b e tte r life for you?).
W olfstetter-K ausch and G aier (1981) believed that A frican-A m erican fem ale students
from low er-econom ic households would experience less alienation than th eir m ale
counterparts because o f the assum ption o f a m atriarchal fam ily stm cture in the
household. The data from the surveys were analyzed b y com puting the percentage o f
responses on the questionnaires. The higher the percentage the greater the feeling o f
alienation.
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T he m ost striking finding concerning the m ale and fem ale students in the study was
the discrepancy betw een their answers that focused on their attitude tow ard society.
D escriptive analyses (percentages and frequencies) revealed that 72% o f the students felt
pow erless in regard to society, 62% held a pessim istic and negativistic view about
society, and only 6% reported feelings o f alienation from the values o f the dom inant
m iddle-class culture. W hile none o f the differences betw een m ales and fem ales was
significant, there w as a trend that emerged for females to experience greater feelings o f
m eaninglessness coupled w ith higher feelings social isolation. F em ale students tended to
feel separated from others and indicated that th ey could not trust others. This was greater
than the male students in the study. W olfstetter-K ausch and G aier (1981) believe this
m ay be because m ale students have greater involvem ent in peer group activity.
The authors identified a trend for males to experience m ore feelings o f powerlessness
than females, for fem ales to report greater feelings o f m eaninglessness, and for
significantly m ore fem ales to express a generalized feeling o f m istrust tow ard other
people. The data confirm ed the assertion that adolescents experienced a norm conflict
betw een identification w ith the dominant culture and the inability to reach the dominant
culture through their efforts.
Because the female students in this study experienced alienation to the sam e degree
as the male students, W olfstetter-K ausch & G aier (1981) concluded that the conditions
for A frican-A m erican fem ales living in poverty are not more favorable than for males as
the m atriarchy hypothesis suggests. C alabrese and Poe (1990) confirm ed the findings o f
W olfstetter-K ausch & G aier (1981) when they also found no significant differences
betw een genders w hen sorted by race. W hite m ales were significantly m ore isolated than
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W hite females. H ispanic m ales w ere m o re isolated than w ere H ispanic fem ales and
A frican-A m erican m ales had a higher total alienation score and were m ore isolated than
A frican-A m erican fem ales (Calabrese & Poe, 1990).
In a related study, Shoho (1996) w orked w ith 147 eighth-grade rural m iddle school
students. The students com pleted the D ean A lienation Scale (Dean, 1961) that was
modified for appropriate w ording and used to assess levels o f alienation o f the adolescent
students, teachers, and adm inistrators in the m iddle school. The m odified instrum ent was
divided into three subscales o f isolation, norm lessness, and pow erlessness.
The six independent variables analyzed (gender, ethnicity, gang m em ber (yes/no),
desire to be in a gang (yes/no), friends in gang (yes/no), and know ledge o f gangs (yes/no)
were analyzed separately using a m ultivariate analysis o f variance (M A N O V A ). Three
levels o f alienation w ere used as the dependent variable throughout the analyses.
The dependent variables m easured w ere isolation, norm lessness, pow erlessness, and a
total alienation score. T he second analysis exam ined the differentiating levels o f
alienation am ong W hite students, H ispanic students, and other nonidentified groups.
The M A N O V A that addressed the issue o f gender and the differentiating levels o f
alienation betw een m ale and female students indicated significance. The result indicated
that male eighth-graders experienced higher levels o f alienation than fem ale students. A
subsequent A N O V A using gender and the four dependent variables show ed m ales were
m ore normless than fem ale eighth-graders, although fem ales who expressed a desire to be
in gangs felt m ore norm less than females w ho did not indicate a desire to jo in a gang.
This study contradicts the work o f C alabrese and Seldin (1986). Shoho (1996) in this
study found males to be m ore norm less than females. A ccording to Shoho, the
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differences b etw een m iddle and high school m ale and fem ale students m ay be the level o f
maturity and less conform ing nature o f m ales during m id d le school, w hereas in high
school the environm ents w ere m ore hostile toward fem ale adolescents (C alabrese &
Seldin, 1986).

C onsequences o f A lienation
The direct link betw een alienation and a variety o f consequences o f alienation is ju st
beginning to be explored in the literature. Three areas that researchers have begun to
focus upon are gang m em bership, and school dropouts.
Gang M em bership
Research suggests that public schools and their o rg an izatio n al structure contribute to
adolescent alienation that m ay in turn foster gang m em bership (Shoho & Petrisky, 1996).
However, research in this area is relatively new and few studies exist that address
alienation and gang m em bership. Students w ho becom e disengaged from the educational
process often seek o th e r groups to w hich they can belong and th e peers that embrace
them are also students w ho feel as though they do not b elong w ith in the school
environment (Shoho, 1996).
The one research study that dealt w ith alienation and gang involvem ent was
conducted by Shoho (1996). This study investigated the perceptions o f alienated rural
gang members. O ne hundred and forty-seven, eighth-grade, ru ral m iddle school students
who were experiencing a problem w ith gang activity w ere sam p led for this study. The
m iddle school w as located tw enty m iles outside a m ajor m etro p o litan city in South
Central Texas. The D ean A lienation Scale (D A S) (D ean, 1961) w as used to assess levels
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o f alienation (isolation, norm lessness, and powerlessness) in the participating students.
The cum ulative scores o f the three subscales com prised the to tal alienation scores o f the
students. The possible range o f scores for the subscale was: to tal alienation, 0 - 120;
pow erlessness, 0 - 45; norm lessness, 0 - 30; and isolation, 0 - 45. H igher scores on the
DAS represent higher levels o f the construct being m easured (total alienation, isolation,
pow erlessness, or norm lessness).
A m odified DA S was adm inistered to the students during the m orning homeroom
period. The m odifications on the D A S dealt with vocabulary appropriate for the school
environment. The dem ographic data collected included the stu d e n t’s gender, ethnicity,
and four gang-related questions (e.g.. D o you have fiiends in gangs?).
A M A N O V A w as used to separately analyze the six independent variables (e.g.,
gender, ethnicity, gang m em ber, desire to be in a gang, fiiends in gangs, and knowledge
o f gangs). The three subscales o f alienation (e.g., isolation, norm lessness, powerlessness,
and a com posite alienation score) w ere used as the dependent m easure throughout the
analyses. R esults indicated that reported gang m embers felt m o re pow erless than non
gang m embers in school, students w ho had friends in gangs w ere m ore pow erless than
the students w ho did not have friends in gangs, students who had greater knowledge o f
gangs felt m ore pow erless and norm less than students w ith lim ited know ledge o f gangs,
and gang m em bers and students w ho w anted to be in gangs did no t feel significantly
different on the isolation construct w hen compared w ith their non-gang peers.
Shoho (1996) concluded that students who are affiliated w ith gangs have significantly
higher levels o f alienation, in p articu lar a sense o f pow erlessness and norm lessness.
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These students appear to feel as though they have no control over their lives and that the
norms and rules o f society do not exist for them .
C alabrese and N oboa (1995) stated that the attractive elem ents o f gangs are the
counterculture that underlies its existence. This counterculture is a workable alternative
for alienated adolescents w ho feel dissatisfied w ith the school and A m erican cultures and
their existing norms.
Dropping Out
The research that deals w ith school dropouts focuses on the types o f students (e.g.,
students from diverse ethnic and linguistic backgrounds) w ho m ost often drop out and the
reasons (e.g., alienation, cultural mistrust, perceived discrim ination and racism, personal
reasons, academ ic failure, unfair treatment from teachers and other school personnel)
(Calabrese & Poe, 1990; V alverde, 1987; W haley & Sm yer, 1998). Several studies have
found that dropouts are m ore likely than other students to report feeling alienated from
school (C alabrese & Poe, 1990; Davison et al., 1999; V alverde, 1987). The reasons for
their increased feelings o f alienation are m any but w orth investigation if schools are
going to w ork to decrease those feelings so that all students stay in school.
Calabrese and Poe (1990) investigated the alienation differences among AfricanAmerican, W hite, and H ispanic students in grades seven through twelve. They believed
that W hite students w ould feel less alienated than A frican-A m erican o r Hispanic students
and that the alienation experienced would progress am ong A frican A m erican and
Hispanic students as they m oved up in school.
The D ean A lienation Scale (DAS) (Dean, 1961) w as adm inistered to the 1,064
secondary school students in an urban school district to determ ine any significant
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differences in the level o f alienation among A frican-A m erican students (n = 171), W hite
students (n = 669), and H ispanic students (n = 58). The num bers o f m ale and female
student participants w ere 545 and 514, respectively.
T he D ean A lienation Scale (DAS) (Dean, 1961) w as used to m easure three
dim ensions o f alienation (isolation, norm lessness, and pow erlessness). T he com bined
scores from the three subscales provided a total alienation score for students. A high
score on the D A S indicated m ore alienation w hile a low er score indicates less alienation.
The researchers believed that W hite students, both m ale and female, w ould feel less
alienation than A frican-A m erican or Hispanic m ale and female students. T hey also
believed that the level o f alienation among A frican-A m erican or H ispanic students would
becom e progressively m ore pronoimced with m ore experience in school.
T he results indicated that there were significant differences among racial
configurations in term s o f isolation and pow erlessness w ith no differences in total
alienation or norm lessness. H ispanic smdents w ere significantly more isolated than
W hite students, but there w ere no significant differences between A frican-A m erican and
H ispanic students, or betw een genders when sorted by race. W hite, A frican-A m erican
and H ispanic m ale students w ere significantly m ore isolated than their fem ale
counterparts.
As for gender. W hite m ales w ere significantly m ore isolated than W hite females,
Hispanic m ales w ere m ore isolated than H ispanic fem ales, and A frican-A m erican males
were m ore isolated that A frican-A m erican females. A frican-A m erican m ales also had a
higher Total A lienation score than A frican-A m erican females.
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Calabrese and Poe (1990) concluded that the H ispanic d ro p o u t rates m ight continue
unless the school organization exam ines its ow n culture fo r variables (e.g., teacher
attitudes, school p o licies and practices, and school character). B y exam ining these school
variables, the school m ay be able to identify the factors that are contributing to student
alienation rather than continually exam ining a student’s culture.
V alverde (1987) studied H ispanic high school students w h o dropped out (n = 52) o f
school and found that they differed in m an y ways from th o se w ho had graduated (n = 52).
H ispanic dropouts reported having: (1) few er friends, (2) m o re siblings w ho were
dropouts, (3) lo w e r academ ic perform ance as well as placem en t in special programs, (4)
lim ited English proficiency, and (5) feelings o f alienation, rejection, isolation, and
disconnectedness. Since the com ponents o f alienation are pow erlessness and
m eaninglessness, th e dropout seems unable to obtain the vital p e er affiliations that are
necessary to achieve the goal o f high school completion.
A structured interview was conducted w ith each participant in the study. The
researcher read the interview questions and the respondents’ answ ers w ere written
directly on the questionnaire. This procedure gathered 104 usab le interview s. Field
notes also w ere tak en before and after the interview s. The field notes consisted o f
additional inform ation o r com m ents provided by the p articipant and/or their parents
during the interview .
The data w ere analyzed by recording the percentages o f stu d en ts w ho responded to
the questions in a particular m anner. The variables that distinguished the graduates from
the dropouts w ere those concerning the im pact o f the peer group and academ ic
perform ance or grades. G raduates reported having m ore friends than dropouts and some
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said they stayed in school because o f their friends. D ropouts reported feelings o f
alienation and rejection. T h is w as substantiated by the fact that dropouts and graduates
reported no association w ith each other.
In regard to grades, the dropouts reported low er academ ic perform ance than the
graduates. Fifty-four percent o f the dropouts and 8% o f the graduates reported grades
below a C average. This high incidence o f low academic perform ance among the
dropouts m ay have had an effect on the patterns o f participation in activities and on
placem ent in special education program s (V alverde, 1987).
V alverde (1987) concluded that the graduates appeared to have a support system o f
academ ically able friends w ho helped the student persist in com pleting his/her education,
w hile the students who had dropped out had no one.
W haley and Sm yer (1998) conducted a study to determ ine w hether particular
dom ains o f perceived com petence, alienation from school, and cultural mistrust o f
society in general predicted judgm ents o f global self-worth and global self-discrepancy in
a group o f A frican-A m erican high school dropouts in a com pensatory program. The
students w ere 31 A frican A m erican high school dropouts betw een 16 and 24 years o f age
who w ere enrolled in a state-sponsored high school com pletion program. The sample
included 13 (42% ) m ale students and 18 (58% ) female students. The average last grade
attended before leaving high school was tenth grade. A frican-A m erican students
com prised approxim ately 75% o f the program population during the tim e o f this study.
Seven H ispanic, 2 W hite, and 1 A sian student also attended th e class and completed the
questionnaires but were excluded from the study.
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The 45-item Self-Perception Profile for Adolescents (S PPA ) (H arter, 1987) w as used
to assess the self-perceptions o f com petence o f the students in the dom ains o f athletics,
behavioral conduct/m orality, close friends, jobs, romantic appeal, scholastics, social
acceptance (by peers), and global self-w orth. Each item on the S P PA consisted o f two
statem ents, one representing high-perceived com petence and one representing low
perceived com petence. The students identified the statem ent that described them the best
and then indicated w hether it w as eith er “sort o f true” or “really tru e” for them . Each
response was scored on a Likert-type scale ranging from low com petence ( 1) to high
com petence (4). T he students w ere also asked to rate the im portance o f doing w ell in
each o f the dom ains on a scale ranging from not very im portant (1) to very im portant (4).
The A dolescent A lienation Index (AAI) (H eussenstaum m , 1971) was used to assess
the severity o f alienation experienced by adolescents. It is a 4 1 -item survey that
m easures alienation from school alo n g the dimensions o f norm lessness, m eaninglessness,
pow erlessness, self-estrangem ent, an d social isolation. The sum o f the item scores is
divided by the num ber o f items to produce total scores ranging from low alienation (0) to
high alienation (41).
A dditionally, the 48-item , self-report Cultural M istrust In v en to ry (CM I) (Terrell &
T errell, 1981) was used to m easure the levels o f mistrust A frican-A m erican students have
o f W hite society in the areas o f education and training, business and work, interpersonal
relations, and politics and law.
T he students w ere asked by em A frican-A m erican fem ale research er to fill out a series
o f questionnaires about their opinions and thoughts about school and life in general. All
students, regardless o f ethnicity, w ere included, to avoid potential problem s o f internal
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validity associated w ith singling out A frican-A m erican students to com plete the
questionnaires. N on-A frican-A m erican students w ere excluded from taking the CMI
because o f its cultural specificity.
Tw o separate sets o f m ultiple regression analyses w ere conducted w ith global selfw orth and global self-discrepancy as the dependent variables. T he first m odel contained
the m easures o f perceived com petence (e.g., behavioral conduct/m orality, jo b
com petence, peer-related social acceptance, scholastic com petence) as independent
variables. In the second m odel, the AAI was added and the final m o d el included cultural
m istrust (CMI) scores along w ith the variables in M odel 2.
The results indicated that perceptions o f s e lf as com petent in the jo b dom ain and
social acceptance by peers w ere significant predictors o f positive self-evaluation or
global self-worth. A lienation from school tended to strengthen the association and
cultural m istrust w eakened the association o f perceived jo b com petence and social
acceptance by peers w ith global self-worth. The significant positive correlation between
alienation and global self-w orth was eliminated w hen the level o f cultural mistrust was
controlled.
Behavioral conduct/m orality and social acceptance b y peers w ere significant negative
predictors o f global self-discrepancy. Students w ho reported good behavioral conduct
and acceptance by peers evidenced lower scores on the m easure o f global self
discrepancy. A lienation from school and m istrust o f th e society as a w h o le did not make
significant contributions to the prediction o f global self-discrepancy o r negative selfevaluation.
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W haley and Smyer (1998) concluded that for A fincan-Am erican students, perceptions
o f self as com petent in particular dom ains accounted for m ore variance in self-evaluation
than alienation from school and m istrust o f W hite society. T hey found that cultural
m istrust overshadow ed the effects o f adolescent alienation in A frican-A m erican students
on the correlations between perceived competencies and self-evaluations. The findings
here support the findings o f M oyer and M otta (1982) w ho found an association betw een
AAI scores and behavioral adjustm ent for A frican-A m erican high school students but not
for W hite students.
H istorically the problem o f stu d en ts’ dropping out o f school has been m ore prevalent
am ong students from diverse backgroim ds, particularly A frican-A m erican and H ispanic
students (Rum berger, 1983). It is clear from the literature that there are num erous
reasons as to w hy students elect to leave school. It is also clear that those reasons are not
all w ithin the student. The school environm ent plays an im portant part in a stu d en ts’
decision to stay in or drop out o f school.

Summary
The study o f alienation is not new. Beginning in the 1950s, researchers have
attem pted to clearly define alienation, the dimensions (i.e., pow erlessness, norm lessness,
isolation, m eaninglessness) that com prise alienation, and w hich factors (gender, school
environm ents, ability, peer relationships) are m ost clearly associated with alienation. It is
the 21^' C entury and educators are still trying to determ ine the factors that m ake som e
students m ore prone to feelings o f alienation than others. O ne hypothesis is that, w ith our
increasing m ulticultural society and schools, students w ho are som ehow different (e.g..
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w ith disabilities, from a diverse ethnic or linguistic backgrounds, living in poverty) are
not buying schools and th e educational process because do not represent them .
The research has taken on m any forms over the p ast 50 years, and not until the 1970s
did educators really take a long, hard look at the effects o f alienation on students. M uch
o f the early research focused on factors within the student that contributed to increased
levels o f alienation. For instance, during earlier research the focus w as on student
m otivation, family background (e.g., m other and father educational levels, parental
involvem ent in the stu d en t’s education, family econom ic status), ethnicity, p eer
affiliations, and student grades. M ore recent research has begun to look beyond blam ing
the student for disengaging from the educational process. Research is beginning to
explore the factors in schools that contribute to the increased levels o f student alienation.
F or exam ple, more research explores the school environm ent and its im pact on the
feelings o f belonging for all students.
Research is now exploring on factors within the school (e.g., teacher expectations,
unfair policies and practices, pupil control orientations, and racial com positions) that
m ight be contributing to increased student alienation. A lthough it is clear from the
research that no one factor alone can be blamed for student alienation, it is also clear that
different students (e.g., m ale and female, with and w ithout disabilities, m iddle o r high
school, from diverse ethnic and linguistic backgrounds, and W hite) respond to factors
w ithin schools differently, and it is important that educators and other school personnel
identify those factors so they can w ork to improve on them .
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C H A P T E R TH R EE

M ETHODOLOGY
O verview
A lienation is not a new phenom enon (D ean, 1961; M ackey, 1977). S tudies involving
student alienation have focused on deviant b eh av io r (C alabrese, 1987), urban
delinquency (C alabrese & Poe, 1990; L oughrey & H arris, 1992), at risk stu d en ts in
m iddle and high school (Fetro, 1985; H eussenstam m & H oepfher, 1972; N ew m aim ,
1981), school organizational pow er structures (C alabrese & Poe, 1990; C alabrese &
Seldin, 1987; R afalides & Hoy, 1971; Travis, 1995) and a variety o f other independent
variables (e.g., perceived parent involvem ent, teacher expectations, school m em bership)
(Taylor, 1999). O ther research concerning adolescent alienation views alienation as
being generated b y societal-induced environm ental conditions and as a personal sense o f
separation from oneself, society, or other m eaningful com ponents o f life (W enz, 1979).
Because student success or failure is dependent upon a m ultitude o f determ inants,
no single factor is pow erful enough to cause a student to disengage from o r drop out o f
school (Travis, 1995). Therefore, each school and student factor explored and discussed
in this study m ay contribute to the investigation concerning the causes and factors
involved in student alienation.
This chapter describes the m ethodology and procedures used in this study. The
chapter has been organized into five m ajor sections including the: (1) description o f
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participants, (2) setting, (3) design and procedures, (4) instrum ents, and (5) data
collection and analysis. Q uestionnaires and survey instrum ents w ere used to collect data
concerning the school environm ent (e.g., predom inantly w hite vs. predom inantly African
American, authoritarian environm ent, teacher expectations, and relevancy o f school
content) and student factors (e.g., race, gender, and perceived ability) that m ay contribute
to levels o f alienation (e.g., pow erlessness, norm lessness, m eaninglessness, and social
isolation/estrangem ent) w ithin the schools.
This study involved the adm inistration o f two questionnaires designed to investigate
the school factors involved in alienation (Q uestionnaire 1) and the student factors that
contribute to alienation (Q uestionnaire 2). The two research questions asked concerning
Q uestionnaire 1 w ere:
1. W hat are the factors associated w ith alienation reported by students in a
predom inantly A frican-A m erican high school?
2.

W hat are the factors associated w ith alienation reported by students in a

predom inantly W hite high school?
The five research questions asked concerning Q uestionnaire 2 were:
1. Are there significant differences in powerlessness, norm lessness,
m eaninglessness, and estrangem ent betw een gender groups (e.g., m ale vs. female)?
2. Are there significant differences in powerlessness, norm lessness,
m eaninglessness, and estrangem ent betw een student placem ent groups (e.g., special
education vs. general education classes)?
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3. Are there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent among perceived ability groups (e.g., above average,
average, or below average)?
4. A re there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent among race/ethnicity groups (e.g., A frican-A m erican
and W hite)?
5. Are there significant differences in pow erlessness, norm lessness,
m eaninglessness, and social estrangement am ong perceived social status groups (e.g.,
above average acceptance, average acceptance, below average acceptance)?

Participants
T he participants in this study (N = 222) w ere a subsam ple o f a large, urban,
m etropolitan school district located in the southern U nited States. Two high schools
(A and B) participated in this study. The study involved both special education and
general education classroom s. However, the study focused on students w ith high
incidence disabilities (e.g., learning disabilities, em otional disturbance, and m ild m ental
retardation), who received services in the resource room . The population o f students at
School A is predom inantly African-American and the student population at School B is
predom inantly White. O riginally, Asian and H ispanic students were to be reported in this
study but due to the low num bers o f Asian and H ispanic students sam pled, their
responses are not reported in text. However, data from the two groups are reported in the
tables.
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The participants from School A included students (grades 9 to 12) from the general
education population (n = 77) as w ell as students from special ed u catio n (n = 26). The
participants from School B included students (grades 9 to 12) from special education
(n = 42) and general education (n = 77). Table 1 represents the dem ographics o f the
participants in this study (see Table 1).
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Table 1
Summary o f Student Demographics
School A

S ch o o lB

Total

( n = 103)

( n = 119 )

(N = 222)

Special E ducation

26

42

68

G eneral Education

77

77

154

A frican A m erican

82

26

108

W hite

14

75

89

A sian/Pacific Islander

2

9

11

H ispanic

1

2

3

No R esponse

3

4

7

M ale

46

57

103

Fem ale

55

59

114

No R esponse

2

3

5

C haracteristics

Educational Placem ent

Race/E thnicitv

G ender

(table continues)
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Table 1
Summary o f Student Demographics
Characteristics

School A

S c h o o lB

Total

( n = 103)

(n=119)

(N = 222)

T hirteen

0

1

1

Fourteen

4

5

9

Fifteen

28

17

45

Sixteen

11

22

33

Seventeen

25

35

60

Eighteen

24

28

52

N ineteen

8

4

12

T w enty

0

4

4

T w enty-one

0

1

1

No R esponse

3

2

5

Freshm an

45

31

76

Sophom ore

4

13

17

Junior

7

29

36

Senior

45

42

87

2

4

6

Aaes

Grade

No R esponse

(table continues)
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T able 1
Sum m arv o f Student D em oaraohics
C haracteristics

School A

S c h o o lB

Total

( n = 103)

(n=119)

(N = 222)

A bove Average A cceptance

38

57

95

A verage A cceptance

54

42

96

B elow Average A cceptance

6

12

18

N ot Accepted

3

4

7

N o Response

2

4

6

H igh school diplom a/G ED

19

28

47

Som e high school

9

8

17

B usiness or V ocational School

6

2

8

Som e college

10

10

20

C ollege degree

18

27

45

Som e graduate school

0

1

1

G raduate degree

4

10

14

D o n ’t know

34

30

64

No R esponse

3

3

6

Perceived Social Status

Father/M ale G uardian’s E ducation

(table continues)
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Table 1
Summarv o f Student Demoeraphics
School A

S ch o o lB

Total

( n = 103)

( n = 119)

(N = 222)

Sports T eam s

31

28

59

A cadem ic C lubs

11

12

23

Student C ouncil/G overnm ent

6

3

9

M usic C lubs/T eam s

10

12

22

N o P articipation in E xtracurricular

26

32

58

M ultiple

18

28

46

N o R esponse

1

4

5

A bove A verage

24

35

59

A verage

71

69

140

B elow A verage

5

13

18

N o R esponse

3

2

5

C haracteristics

E xtracurricular A ctivities

A ctivities

A cadem ic A bility

(table continues)
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Table 1
Summarv o f Student Demographics
C haracteristics

School A

S c h o o lB

Total

( n = 103)

( n = 119 )

(N = 222)

H igh school diplom a/G ED

27

30

57

Som e high school

10

3

13

Business or V ocational School

2

4

6

Som e college

14

21

35

College degree

18

19

37

Som e graduate school

2

5

7

G raduate degree

8

10

18

D on’t know

16

23

39

No R esponse

6

4

10

M other,Tem ale G u ard ian ’s Education

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

134

Selection o f Participants
A fter receiving consent from the school district to conduct th e study, the two school
principals w ere contacted by telephone and a personal m eeting w as scheduled to discuss
the involvem ent o f th e ir school in the study. Principals w ho agreed to participate in the
study signed a school consent form (see A ppendix A) that allow ed their school, teachers,
and students to participate in the study. Principals from Schools A and B solicited the
participation o f three special education and three general education teachers in their
building. Once the teachers were identified, they w ere contacted and asked to sign an
educator consent form (see A ppendix B). The teachers w ere given parental consent
forms (see A ppendix C ) and student assent form s (see A ppendix D ) to distribute to their
students. Both signed form s were necessary for a student to participate in the study.
Copies for the special education classroom s w ere yellow and copies for the general
education classroom s w ere white. This w as necessary in case the form s were separated
from their original envelopes. Betw een both schools, a total o f 300 consent and 300
assent forms w ere sent hom e. O f the 300 form s sent home, 222 students returned both
forms. Only the students who returned a signed parental consent form and a signed
student assent form participated in the study. Each student w ho returned both forms then
com pleted a packet containing a School Factors Q uestionnaire (Q uestionnaire 1) (see
A ppendix E), a Student Factors Q uestionnaire (Q uestionnaire 2) (see A ppendix F), and a
demographic survey (see A ppendix G).
School District
The school district that participated in this study is located in the Southern portion o f
the United States (M etropolitan N ashville Public Schools Vital Statistics (M NPSVS),
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2000) and is th e 49'*’ largest urban school district in the nation (M N PSV S, 2000). The
county in w hich the school district is located covers an area o f 525 square miles
(M N PSV S, 2000). A pproxim ately 83% o f the city’s school-aged children attend O rtem
Public Schools (pseudonym ) (M N PSV S, 2000). Sixty-five percent o f the school
district’s 1999 graduates w ent onto further education upon graduation. This is m ore than
double the n atio n al average o f 30% for u rb an districts (M N PSV S , 2000). Since 1982,
Ortem has req u ired 22 credits for graduation, com pared to the state requirem ent o f 20
credits (M N PSV S , 2000).
Sixty-eight thousand three hundred and forty-five students w ere enrolled in the O rtem
School D istrict in the 1999-2000 school year (The Tennessean, 2001). O f the 68,345
students, 47.5% w ere W hite, 45.2% w ere A frican A m erican, 3.8% w ere H ispanic, 3.3%
were A sian, and 0.2% w ere N ative A m erican (The Tennessean, 2001). Fifteen and onehalf percent o f the school population (n = 10,617) receives special education services
(The Tennessean, 2001), and nearly 51% o f the district students receive free/reduced
price m eals (T he Termessean, 2001). T here are 129 schools in the district o f which 67
are elem entary schools, 31 are m iddle schools, 11 are high schools, 12 are m iddle and
high school m ag n et program s, four are special education schools, one is an adult center,
and three are alternative schools (M N PSV S, 2000).
Schools S elected
High School A: School A is a predom inantly A frican-A m erican high school located
in a low -incom e area o f the city. In the 1999-2000 school year there w ere 951 students
enrolled in grades 9 to l2 . The ethnic com position o f the school is; 76.8% AfincanAmerican, 20% W hite, 1.2% H ispanic, 1.8% A sian, and 0.2% N ative-A m erican students
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(The Tennessean, 2001). Sixty percent o f the students at School A receive free or
reduced p rice m eals (The T ennessean, 2001). In terms o f academ ic achievem ent. School
A received a grade o f F for student achievem ent on com petency testing in M ath and
Language A rts on the state report card and an F for student attendance rate (Tennessee
D epartm ent o f Education, 2000). School A also received an F for its American C ollege
Test (A C T) scores. The State m inim um standard is 19 and the students at School A
scored 16 o r below (Tennessee D epartm ent o f Education, 2000).
H igh School B: School B is a predom inantly W hite high school located in a m iddleclass neighborhood located in the sam e city as School A. In the 1999-2000 school year
there w ere 1,248 students enrolled in grades 9 to 12. The ethnic com position o f the
school is: 59.7% W hite, 27.4% A frican-A m erican, 5.9% H ispanic, 6.4% Asian, and 0.2%
N ative-A m erican students (G. H ines, personal com m unication. M ay 17, 2001). Thirteen
percent o f the students at School B receive free or reduced price m eals (The Tennessean,
2001). In term s o f academic achievem ent. School B received a grade o f C for
achievem ent on com petency testing in M ath and Language A rts on the state report card
and a B for student attendance rate (Tennessee D epartm ent o f Education, 2000). School
B received a C for its ACT scores. This grade indicates that the range o f ACT scores was
betw een 19.0 and 20.9 w hich is at o r above the State m inim um standard o f 19 (Tennessee
D epartm ent o f Education, 2000).

Setting
Schools and classroom s selected for inclusion in this study w ere located in a
large, urban, m etropolitan school district in the Southern portion o f the United States. All
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classroom s (general education and special education) that participated in this study are in
natural settings in high school environm ents. Schools A and B had a total o f twelve
classroom s that participated in this study. School A had tw o special education and four
general education classroom s and. School B had three special education and three general
education classroom s that participated in this study.

D esign and Procedure
W eek 1
Dav 1. Once approval was secured from the school district to proceed w ith the study,
principals o f the selected schools were contacted by phone and a m eeting w as arranged.
D uring the phone conversations w ith the principals, consent was obtained and they were
informed that a school consent form w ould be faxed to them and that they should read,
sign, and fax it back to the researcher. The principals w ere also inform ed that the school
and student surveys w ould be distributed to three special education and three general
education classroom teachers o r w hichever classrooms the principal had selected. The
principal at School A selected four general education classroom s and two special
education classroom s. The principal at School B selected three special education
classroom s and three general education classrooms. E ducator consent forms w ere faxed
w ith the school consent form s to be distributed to the teachers at each school.
The principals were also asked for perm ission for the researcher to be in th eir schools
on the day the questionnaires w ere adm inistered to the students. The principal at School
A agreed to this, however, the principal at School B preferred that the questionnaires be
distributed and collected by the teachers without researcher involvem ent. Thus, the
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questionnaires at School B w ere left w ith the principal and picked up at th e end o f the
week.
D ay 2. The principals at the two participating high schools returned the signed
school consent forms. Parental consent forms, educator consent forms, student assent
forms, and the Q uestionnaire packets were then sent to the schools for d istribution to the
participating teachers and students. A letter to each teacher was attached to the
Q uestionnaire packet asking th at they allow the students one w eek to return the parental
consent and student assent form s. Teachers w ere inform ed that the consent/assent forms
w ould b e collected the day the questionnaires w ere adm inistered.
D ay 3. B ecause the principal at School B w anted to be in charge o f th e distribution
and collection o f the Q uestiorm aire packets at his school, a m eeting was held w ith him to
ascertain the m ost efficient m ethod o f Questionnaire p acket distribution and collection. It
was decided that the Q uestionnaire packets would be distributed the follow ing day and
collected the sam e afternoon.
The principal at School A w as contacted to determ ine when the Q uestionnaire
packets could be distributed to the participating students. The principal indicated the
classroom s had been selected, the teachers had been giyen the packets o f questionnaires,
and that they w ould adm inister them the following day. A list o f the participating
classroom s w as provided to the researcher and the principal agreed the d ata collection
w ould begin at 6:30 a.m. the follow ing morning.
Day 4. D ata collection began at School A w ith th e hom eroom period and was
structured for the entire school day around teachers passing out the Q uestiorm aire packets
to the students, explaining w hat they should do, and collecting the Q uestiorm aire packets.
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The students were allow ed as m uch tim e as needed to com plete the Q uestionnaire
packets. Students in the general education classroom s com pleted the Q uestionnaire
packets in an average o f 15 m inutes. Students in the special education classroom s took,
on average, 35 m inutes to com plete the Q uestionnaire packets. D uring the adm inistration
o f the Q uestionnaires, the researcher acted as an observer in the classroom s. Six
classroom s were visited at School A: a senior-level A dvanced Placem ent, a ninth-grade
Science, two special education resource room s, a senior English, and a freshm an English
class.
A t the end o f the school day. School B was visited to collect the com pleted
Q uestionnaire packets. F o u r packets o f questionnaires were collected (tw o from special
education resource room s and two from general education classroom s). T w o o f the
classes (one special education resource room and one general education classroom ) were
not able to adm inister the surveys at the beginning o f the day as planned and the principal
suggested that the researcher return the follow ing m orning to retrieve those
Q uestionnaires packets.
D av 5. The researcher returned to School B at 10:30 a.m. to collect the rem aining
questionnaires. The Q uestionnaire packets w ere from the special education and general
education classroom s from the preceding day.
W eek 2.
D ata collected from the School Factors Q uestionnaires, Student Factors
Q uestionnaires, and the dem ographic surveys w ere entered into an SP SS-10 statistical file
for analysis. Schools w ere sent flowers and a thank you note for th eir p articipation in this
research.
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Instrum ents
Selection o f Instrum ents
The School and Student Factors Q uestionnaires w ere selected for this study because
they m easure b o th th e school and student factors that contribute to alienation. Both
questionnaires w ere m odified to accom m odate students w ith differing abilities.
The School F actors Questionnaire, Student Factors Q uestiorm aires, student assent
form, and the dem ographic survey w ere piloted for readability. N ine students (2 W hite, 1
Hispanic, 1 B iracial, and 5 African A m erican; 3 males and 6 fem ales) with disabilities
attending an alternative high school in a large Southw estern city w ere used to field test
the questionnaires. Each student had at one tim e or is currently attending part tim e a
traditional high school and received special education services in the resource room . All
nine students w ere eighteen years o f age o r older. The special educator at the alternative
high school indicated that all o f the students in the field test read at o r above the fifthgrade level. Q uestions or statements that caused the students difficulty were rew orded on
the two questionnaires, the student assent form, and the dem ographic survey.
Internal C onsistency
The items on the School Factors Q uestionnaire w ere exam ined for scoring problem s
and internal consistency. No scoring problem s were identified. T he questionnaire was
adm inistered to students in the ninth through twelfth grades. T he A lpha level during the
M ANOVA analysis w as set at p < .05 but, during the A N PV A analyses a more
conservative A lpha w as used with each o f the dependent variables. D uring ANOVA,
Alpha was set a p < .0125 for pow erlessness, norm lessness, m eaninglessness, and
estrangement.
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Q uantitative M easurem ents
A packet was assem bled containing the School Factors Q uestionnaire, Student
Factors Q uestionnaire, and the dem ographic survey. T he packets were stapled together
so that each student was able to com plete both questionnaires and the dem ographic
survey in one class period. T his also kept dem ographic inform ation (e.g., gender,
race/ethnicity) stapled to the corresponding questionnaires com pleted by the student. The
packets w ere color-coded, yellow for special education classroom s and w hite for general
education classroom s, so that th e researcher w ould k n o w w hich students com pleted
packets.
School Factors Questionnaire
A 28-item questionnaire w as adm inistered to students to ascertain their feelings o f
alienation in relation to their schools. Each question had at least three, but no m ore than
six, responses from w hich to choose. The questiorm aire item s assessed student
perceptions concerning control ov er their lives, equality in chances to succeed, pride in
school accom plishm ents, relevancy o f school content to th eir everyday lives, absence o r
presence o f parental interest in th eir schooling, and authoritarian school rules and
regulations. At least four item s from each o f the school factor dom ains w ere included in
the questionnaire. The questiorm aire w as originally d esigned by Kunkel et al., (1973) as
part o f a general school curriculum evaluation conducted by the A rea o f C urriculum and
Instruction, B all State U niversity, in cooperation w ith eleven m em ber school districts o f
the N orthw est Indiana School S tudy Council. Perm ission to use the questiorm aire in this
study w as obtained from the au th o r o f the original questiorm aire (see A ppendix H). The
questiorm aire was m odified to accom m odate students w ith disabilities who m ight
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experience difficulty understanding the m eaning o f certain questions. Five questions
w ere added to the original 23-item questionnaire. These questions specifically dealt with:
(1) student feelings o f school belonging, (2) teacher expectations o f students, (3) student
expectations concerning earning potential after high school, (4) post-secondary
expectations, and (5) jo b expectations follow ing graduation.
Student Factors Q uestionnaire
This 25-item questionnaire contained student alienation item s and was used to assess
student levels o f pow erlessness, m eaninglessness, norm lessness, and social
isolation/estrangem ent. Perm ission to use the questionnaire in this study w as obtained
from the publisher o f th e journ al A dolescence in w hich the questionnaire originally
appeared (see A ppendix I). At least six item s on the questionnaire dealt w ith each o f the
alienation dom ains. T he questionnaire w as designed to determ ine which students (e.g.,
A frican Am erican, A sian, W hite, students w ith disabilities, students w ithout disabilities,
fem ale/m ale students) w ere m ore or less alienated w ithin the school setting. Students
selected their response to each statem ent from a 4-point Likert scale (e.g., strongly agree,
agree, disagree, strongly disagree, or alw ays, m ost o f the tim e, som e o f the tim e, never).
D em ographic Survev
A 9-item dem ographic survey was attached to the back o f the survey packet and was
com pleted after the S chool Factors Q uestionnaire and the Student Factors Q uestiorm aire
had been com pleted. F o u r o f the questions w ere open-ended and required the student to
supply the answ er and five questions provided responses from w hich the student selected
their response. Item s included personal inform ation about the students (e.g., age, gender.
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race/ethnicity) as w ell as inform ation about paren t’s educational background, perceived
social status, academ ic achievem ent, and extracurricular activity involvement.

Q uestionnaire Scoring
School A lienation Factors
Q uestionnaire and dem ographic data w ere coded. All data were entered into a
statistical package (SPSS-10, 1999) for analysis. Each statem ent and response w ere
entered into the d ata file and each response to a statem ent w as given a percentage
representing how m any tim es a student m arked that response for a given statem ent.
Percentages w ere recorded for each school.

Data Collection and A nalyses
Data from the School Factors Questionnaire w ere analyzed to answer the follow ing
questions:
1. W hat are th e factors associated w ith alienation reported by students attending a
predom inantly A frican-A m erican high school?
Analysis: F o r purposes o f reporting the data, each school was reported separately
and data w ere recorded as the frequency (percentage) w ith w hich students selected a
particular response item from the questionnaire.
2. W hat are th e factors associated with alienation reported by students attending a
predom inantly W hite high school?
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A nalysis: F o r purposes o f reporting the data, each school w as reported separately and
data w ere given as the frequency (percentage) with w hich students selected a particular
response item from the questionnaire.
Student A lienation Factors
The student alienation questionnaire and the dem ographic survey w ere used to
ascertain student perceptions o f estrangem ent/isolation, norm lessness, pow erlessness, and
m eaninglessness in the school context, and to determ ine personal characteristics o f the
students. T he purpose o f this portion o f the study w as to determ ine if race/ethnicity,
gender, perceived ability, student placem ent, and perceived social status w ere factors in
the level o f student alienation experienced by students.
A m ultivariate analysis o f variance (M ANOVA) w as conducted to determ ine the
effects o f the independent variables on each o f the dependent variables. In the prim ary
analysis, a M A N O V A analyzed the relationships am ong gender, student placem ent,
perceived ability, race/ethnicity, perceived social status on the com bined dim ensions o f
alienation (e.g., pow erlessness, social isolation/estrangem ent, m eaninglessness,
norm lessness). T he A lpha level w as set at .05.
In addition to the M ANO V A , four univariate analyses o f variances (A N O V A s) w ere
conducted to ascertain significant independent variable effects. The A lpha level was set
at .0125. M ean scores were also reported for each o f the significant independent variable
effects.
D ata from the Student Factors Q uestionnaire w ere analyzed to answ er the follow ing
questions:
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1. A re there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent betw een gender g roups (e.g., m ale vs. female)?
A nalysis: A m ultivariate analysis o f variance (M A N O V A ) w as conducted to
ascertain gender effects on the com bined score o f the four alienation dim ensions (e.g.,
pow erlessness, m eaninglessness, norm lessness, and estrangem ent). A lpha level w as set
at .05.
A nalysis: To ascertain w hether there was a significant gender effect, four
univariate analyses o f variance (A N O V A s) were conducted using each o f the four
alienation m easures as dependent variables (DVs). A lpha level w as set at .0125.
A nalysis: M ean scores are reported for m ale and fem ale students for each o f the
alienation dim ensions.
2. A re there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent betw een student p lacem en t groups (e.g., special
education vs. general education classroom s)?
A nalysis: A m ultivariate analysis o f variance (M A N O V A ) w as conducted to
ascertain student placem ent effects on the com bined score o f the four alienation
dim ensions (e.g., pow erlessness, m eaninglessness, norm lessness, and estrangem ent).
Alpha level w as set at .05.
A nalysis: To ascertain w hether there was a significant student placem ent effect,
four univariate analyses o f variance (ANOVAs) w ere co n d u cted using each o f the four
alienation m easures as dependent variables (DVs). A lpha level w as set at .0125.
A nalysis: M ean scores are reported for special an d general education students for
each o f the alienation dim ensions.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

146
3. A re there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent am ong students’ perceived ability groups (e.g., above
average, average, or below average)?
A nalysis: A m ultivariate analysis o f variance (M A N O V A ) was conducted to
ascertain perceived ability effects on the combined score o f the four alienation
dim ensions (e.g., pow erlessness, m eaninglessness, norm lessness, and estrangem ent).
A lpha level was set at .05.
A nalysis: To ascertain w hether there was a significant perceived ability effect,
four univariate analyses o f variance (ANOVAs) w ere conducted using each o f the four
alienation m easures as dependent variables (DVs). A lpha level was set at .0125.
Analysis: M ean scores are reported for above average, average, and below
average ability groups for each o f the alienation dim ensions.
4.

Are there significant differences in pow erlessness, norm lessness,

m eaninglessness, and estrangem ent am ong race/ethnicity groups (e.g., African A m erican,
W hite, Asian, and H ispanic students)?
A nalysis: A m ultivariate analysis o f variance (M A N O V A ) was conducted to
ascertain race/ethnicity effects on the combined score o f the four alienation dim ensions
(e.g., pow erlessness, m eaninglessness, normlessness, and estrangem ent). Alpha level
was set at .05.
Analysis: To ascertain w hether there was a significant race/ethnicity effect, four
univariate analyses o f variance (A N O V A s) were conducted using each o f the four
alienation m easures as dependent variables (DVs). A lpha level w as set at .0125.
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Analysis: M ean scores are reported for A frican-A m erican and W hite students for
each o f the alienation dim ensions.
5.

Are there significant differences in pow erlessness, norm lessness.

meaninglessness, and estrangem ent among perceived social status groups (e.g., above
average acceptance, average acceptance, below average acceptance, no acceptance)?
Analysis: A m ultivariate analysis o f variance (M A N O V A ) w as conducted to
ascertain perceived social status effects on the com bined score o f the fo u r alienation
dim ensions (e.g., pow erlessness, m eaninglessness, norm lessness, and estrangem ent).
A lpha level was set at .05.
Analysis: To ascertain w hether there w as a significant perceived social status
effect, four univariate analyses o f variance (A N O V A s) w ere conducted using each o f the
four alienation m easures as dependent variables (D V s). A lpha level w as set at .0125.
Analysis: M ean scores are reported for above average, average, and below
average acceptance students for each o f the alienation dim ensions.
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R ESU L TS

O verview
T he purpose o f this study was to investigate the effect that disability, ethnicity,
gender, and school ethnic com position have on the alienation experienced by high school
students. S tudents w ith and w ithout disabilities w ere adm inistered tw o questionnaires
and one dem ographic survey. The School Factors Q uestionnaire was adm inistered to
elicit responses from students pertaining to th eir feelings concerning the school
environm ent and how those factors m ight contribute to increased levels o f student
alienation. Percentages w ere recorded for each response by school and as a total for the
two schools. T he S tudent Factors Q uestionnaire w as adm inistered to determ ine the type
o f alienation (e.g., pow erlessness, norm lessness, m eaninglessness, and social
isolation/estrangem ent) the students experienced. M ultivariate analyses o f variances
(M A N O V A s) w ere used in the prim ary analysis o f the Student Factors Questiorm aire
w ith five univariate analyses o f variances (A N O V A s) conducted as follow -up analyses.
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Study O ne
Participants
T he participants in this study (N =222) w ere a subsam ple o f a large, urban,
m etropolitan school district located in the southern U nited States. T w o high schools (A
and B) participated in this study. The study involved both special education and general
education classroom s. However, the study focused on students w ith high incidence
disabilities (e.g., learning disabilities, em otional disturbance, and m ild m ental
retardation), w ho received services in the resource room . The p o p u latio n o f students at
S chool A w as predom inantly A frican-A m erican and the student p o p u latio n at School B
w as predom inantly W hite.
The participants from School A included students (grades 9 to 12) from the general
education population (n = 77) as w ell as students from special education (n = 26). The
participants from School B included students (grades 9 to 12) from special education (n =
42) and general education (n = 77).

The enrollm ents for the two high schools in this

study w ere 951 for School A and 1,248 for School B. T he data for th e sam pled student
populations for each school were reported as the frequency (percentage) o f student
response from the questionnaire items given. T his evaluation was b ased on student
reporting o f their individual perceptions concerning their school.
School Factors Q uestionnaire Items
The School Factors Q uestionnaire was based on factors that have b een identified
w ithin the school environm ent that m ay contribute to increased student alienation. It was
designed to m easure student perceptions concerning their school. Item s on the
questionnaire w ere used to obtain inform ation concerning: (1) like o r dislike o f school
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(question 1), (2) thoughts o f dropping out (questions 2 and 3), (3) relevancy o f
curriculum (questions 4-7), (4) perceived academ ic ability (question 8), (5) value o f
school w ork (questions 9-11), (6) w hat students take pride in at school (question 12), (7)
school personnel and teacher relationships (questions 13, 14,16, 17). (8) pupil control
orientations/autonom y (questions 15, 18, and 19), (9) parent involvem ent/interest
(questions 20-23), (10) teacher expectations (question 24), (11) student expectations
(questions 25-27), and (12) student perception o f acceptance at their school (question 28).
Each item on the questionnaire required the participating student to select one response
item per question. A lthough 222 students participated in the study, som e students did not
respond to all questions. The questiormaire and the data reported reflect this lack o f
responding. See A ppendix E for the School Factors Questiorm aire.

Research Q uestions
School Factors Questionnaire for School A
1. W hat are the factors associated w ith alienation reported by students attending a
predom inantly A frican-A m erican high school?
D ata w ere analyzed by using a cross tabulation o f the independent variables (e.g.,
gender and student placement) and the 28 items on the School Factors Q uestiorm aire in
order to ascertain the frequency and percentages w ith w hich students at School A (the
predom inantly A frican-A m erican high school) chose a particular response from a
questiorm aire item. Table 2 reports data pertinent to placem ent and gender for School A.
The frequency and percentage are reported for each response in each item.
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The d ata are reported as follow s: (1) like/dislike o f school, (2) thoughts o f dropping
out, (3) relevancy o f curriculum (4) perceived academic ability, (5) value o f school work.
(6) pride in schoolw ork, (7) school personnel and teacher relationships, (8) pupil control
orientation/student autonomy, (9) parental involvem ent/interest, (10) teacher
expectations, (11) student expectations, and (12) perception o f acceptance at their school.
Liking o f school. Students answ ered ju st one question concerning w hether or not
they liked th eir school. Tw enty-seven percent (n = 7) o f special education students
reported th a t they like school very m uch, 27% (n = 7) reported th at they like school, 15%
(n —4) reported that they neither like n o r dislike school, 23% (n = 6) reported that many
days they w o u ld like to stay hom e, and 8% (n = 2) reported that they w ould quit school if
they could. E ighteen percent (n = 14) o f the students in general education reported that
they like school very much, 44% (n = 34) reported that they like school, 12% (n = 9)
reported th at they neither like nor dislike school, 23% (n = 18) reported that m any days
they w ould like to stay home, and 3% (n = 2) reported that they w ould quit school if they
could.
T w enty percent (n = 9) o f the m ale students reported that they like school very much,
33% (n = 15) reported that they like school, 20% (n = 9) reported that they neither like
nor dislike school, 24% (n = 11) reported that m any days they w ould like to stay home,
and 4% (n = 2) reported that they w ould quit school if they could. Tw enty-tw o percent
(n = 12) o f the fem ale students reported that they like school v ery m uch, 44% (n - 24)
reported th at they like it, 7% (n = 4) reported that they neither like nor dislike school,
24% (n = 13) reported that m any days they w ould like to stay h om e, and 4% (n = 2)
reported th at they w ould quit school i f they could.
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D ropping out. Students w ere asked two questions th at concerned their feelings about
dropping out o f school. T he first question asked students how they w ould feel i f they had
to stop school im m ediately. T w elve percent (n = 3) o f the special education students
reported that they w ould be very happy because they w ould like to quit school, 19%
(n = 5) reported that they w ould not care one way or the other, 35% (n = 9) reported that
they w ould be disappointed, 27% (n = 7) reported th at they w ould try hard to continue,
and 8% (n = 2) reported that th ey w ould do alm ost anything to stay in school. Four
percent (n = 3) o f the general education students reported that they w ould be very happy
because they w ould like to q u it school, 16% (n = 12) reported that they w ould not care
one w ay or the other, 14% (n = 11) reported that they w ould be disappointed, 32%
(n = 25) reported that they w ould try hard to continue, and 32% (n = 25) reported that
they w ould do alm ost anything to stay in school.
N ine percent (n = 4) o f the m ale students reported that th ey w ould be very happy
because they w ould like to quit school, 20% (n = 9) reported that they w ould not care one
w ay or the other, 17% (n = 8) reported that they w ould b e disappointed, 28% (n = 13)
reported that they w ould tiy hard to continue, and 24% (n = 11) reported that th ey w ould
do alm ost anything to stay in school. Four percent (n = 2) o f the female students reported
that they w ould be very happ y because they w ould like to quit school, 11% (n = 6)
reported that they w ould not care one way or the other, 22% (n = 12) reported that they
w ould be disappointed, 35% (n = 19) reported that they w ould try hard to continue, and
29% (n = 16) reported that th ey w ould do alm ost anything to stay in school.
T he second question asked students i f they had stayed aw ay from school during the
2000-2001 school year ju s t b ecau se they did not w ant to go to school. Fifty percent
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(n = 13) o f the special education students reported that they had not stayed away from
school, 23% (n = 6) reported that they had stayed aw ay for one or tw o days, 23% (n = 6)
reported that they had stayed away for 3 to 6 days, 4% (n = 1) reported that they had
stayed away for 7 to 15 days, and none o f the students reported that they had stayed away
from school more that 16 days. Thirty-one percent (n = 24) o f the general education
students reported that they had not stayed aw ay from school, 48% (n = 37) reported that
they had stayed aw ay for one or two days, 14% (n = 11) reported that they had stayed
aw ay for 3 to 6 days, 4 % (n = 3) reported that they had stayed away for 7 to 15 days, and
3% (n = 2) o f the students reported that they had stayed aw ay from school more that 16
days.
Thirty-seven percent (n = 17) o f the male students reported that they had not stayed
aw ay from school, 35% (n = 16) reported that they had stayed aw ay for one or two days,
19% (n = 9) reported that they had stayed aw ay for 3 to 6 days, 7% (n = 3) reported that
they had stayed aw ay for 7 to 15 days, and 2% (n = 1) o f the students reported that they
had stayed away from school more that 16 days. Thirty-five percent (n = 19) o f the
fem ale students reported that they had not stayed aw ay from school, 47% (n = 26)
reported that they had stayed away for one or tw o days, 15% (n = 8) reported that they
had stayed away for 3 to 6 days, 2% (n = 1) reported that they had stayed away for 7 to
15 days, and 2% (n = 1) o f the students reported that they had stayed aw ay from school
m ore that 16 days.
R elevancy o f curriculum . Students w ere asked four questions pertaining to the
curriculum taught at their school. Three items asked the student about the relevancy o f
the school curriculum to their personal lives, their com m unity, and the United States.
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The first question asked about the relationship betw een w hat they learned in school for
the past two or three years and their life outside o f school. Thirty-eight percent (n - 10)
o f the special education students reported that school is m uch more directly related to
their life outside school, 31% (n = 8) reported that school has little relationship to their
life outside school, 19% (n = 5) reported that w hat they hear in school is opposite o f what
they see and hear outside o f school, and 12% (n —3) reported that school has no
relationship to their life outside school. Thirty percent (n = 23) o f the general education
students reported that school is m uch more directly related to their life outside school,
49% (n = 38) reported that school has little relationship to their life outside school, 9%
(n = 7) reported that w h at they hear in school is opposite o f w hat they see and hear
outside o f school, and 12% (n = 9) reported that school has no relationship to th eir life
outside school
Twenty-eight percent (n = 13) o f the male students reported that school is m uch more
directly related to th eir life outside school, 52% (n = 24) reported that school has little
relationship to their life outside school, 15% (n = 7) reported that what they h ear in
school is opposite o f w hat they see and hear outside o f school, and 4% (n - 2) reported
that school has no relationship to their life outside school. Thirty-five (n =19) percent o f
the female students reported that school is much m ore directly related to their life outside
school, 40% (n = 22) reported that school has little relationship to their life outside
school, 9% (n = 5) reported that w hat they hear in school is opposite o f w hat they see and
hear outside o f school, and 16% (n = 9) reported that school has no relationship to their
life outside school.
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The second question asked students to estim ate the am ount o f th e im portant questions
in their personal liv es that are answered in school. Thirty-eight p ercen t (n = 10) o f the
special education students reported that m o st o f the im portant questions in their lives are
answered in school, 31% (n = 8) reported th at about h a lf o f their im p o rtan t questions are
answered, 23% (n = 6) reported that one o r tw o o f their im portant questions are
answered, and 8% (n = 2) answered that no n e o f their im portant questions are answered
in school. Sixteen percent (n = 12) o f the general education students reported that most
o f the im portant questions in their lives are answ ered in school, 4 2 % (n = 32) reported
that about h alf o f th e ir im portant questions are answ ered, 34% (n = 26) reported that one
or two o f their im portant questions are answ ered, and 9% (n = 7) answ ered that none o f
their im portant questions are answered in school.
Seventeen percent (n =8) o f the male students reported that m ost o f the im portant
questions in their lives are answered in school, 46% (n =21) reported that about h alf o f
their important questions are answered, 30% (n = 14) reported that o n e or two o f their
im portant questions are answered, and 7% (n = 3) answ ered that no n e o f th eir important
questions are answ ered in school. Tw enty-tw o percent (n = 12) o f th e fem ale students
reported that m ost o f the im portant questions in their lives are answ ered in school, 35%
(n = 19) reported th at about h alf o f their im portant questions are answ ered, 33% (n = 18)
reported that one o r tw o o f their im portant questions are answ ered, an d 11% (n = 6)
answ ered that none o f their im portant questions are answ ered in school.
The third question asked students w hether or not w hat they learned in school
answ ered the im portant problem s they see in th eir com m unity. T hirty-one percent (n = 8)
o f the special education students reported that m ost o f the im portant problem s in their
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com m unity are answ ered in school, 42% (n = I I ) reported that about h alf o f their
im portant problem s are answ ered, 4% (n = 1) reported that one o r two o f the im portant
problem s are answered, and 15% (n = 4) answered that none o f their im portant problem s
are answ ered in school. T en percent (n = 8) o f the general education students reported
that m ost o f the im portant problem s in their com m unity are answ ered in school, 32%
(n = 25) reported that about h a lf o f their im portant problem s are answered, 43% (n = 33)
reported that one or two o f their im portant problem s are answ ered, and 13% (n = 10)
answ ered that none o f their im portant problems are answ ered in school.
T hirteen percent (n = 6) o f the m ale students reported that m ost o f the im portant
problem s in their com m unity are answered in school, 43% (n = 20) reported that about
h a lf o f their important problem s are answered, 13% (n = 14) reported that one or tw o o f
their im portant problem s are answ ered, and 11% (n = 5) answ ered that none o f their
im portant problems are answ ered in school. Eighteen percent (n = 10) o f the fem ale
students reported that m ost o f the important problem s in th eir com m unity are answ ered in
school, 25% (n = 14) reported that about h alf o f th eir im portant problem s are answ ered,
36% (n = 20) reported that one o r tw o o f their im portant problem s are answered, and 16%
(n = 9) answ ered that none o f their important problem s are answ ered in school.
T he fourth question asked students to indicate the frequency that what they learned in
school answ ered the im portant problem s o f the U nited States. Forty-six percent (n = 12)
o f the special education students reported that m ost o f the im portant problems o f the
U nited States are answ ered in school, 27% (n = 7) reported that about h a lf o f the
im portant problem s o f the U nited States are answ ered, 12% (n = 3) reported that one or
two o f the im portant problem s o f the United States are answ ered, and 12% (n = 3)
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answ ered that none o f th e ir im portant problem s o f the U nited States are answ ered in
school. Tw enty-one p ercent (n = 16) o f the general education students reported that most
o f the im portant problem s o f the U nited States are answ ered in school, 38% (n = 29)
reported that about h a lf o f the im portant problem s o f the U nited States are answ ered in
school, 34% (n = 26) reported that one or two o f the im portant problem s o f the United
States are answ ered in school, and 5% (n = 4) answ ered that none o f the im portant
problem s o f the U nited States are answered in school.
Thirty-three percent (n = 15) o f the male students reported that m ost o f the important
problem s o f U nited States are answered in school, 39% (n = 18) reported that about half
o f the im portant problem s o f the United States are answ ered in school, 22% (n = 10)
reported that one or tw o o f th e im portant problem s o f the U nited States are answ ered in
school, and 4% (n = 2) answ ered that none o f the im portant problem s o f the U nited States
are answ ered in school. T w enty percent (n = 11) o f the fem ale smdents reported that
m ost o f the im portant problem s o f the United States are answ ered in school, 33% (n = 18)
reported that about h a lf o f the important problem s o f the U nited States are answ ered in
school, 35% (n = 19) reported that one or two o f the im portant problem s o f the U nited
States are answered in school, and 9% (n = 5) answ ered that none o f the im portant
problem s o f the U nited States are answered in school.
Perceived academ ic ability.

Students were asked one question concerning their

perception o f the relationship betw een the work they do in school and to their ability.
Tw enty-three percent (n = 6) o f the special education students reported that they w ere
doing w ork that w as above th eir ability in school, 62% (n = 16) reported that they were
doing w ork equal to their ability, and 12% (n = 3) reported that they were doing w ork that
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was below their ability. T hirty-tw o percent (n = 25) o f the general education students
reported that they w ere do in g w ork that was above th eir ability in school, 44% (n = 34)
reported that they w ere do in g w ork equal to their ability, and 21% (n = 16) reported that
they w ere doing w ork that w as below their ability.
Tw enty-six percent (n = 12) o f the male students reported that they were doing w ork
that w as above their ability in school, 46% (n = 21 ) reported that they were doing w ork
equal to their ability, and 2 2% (n = 10) reported that they w ere doing work that w as
below their ability. T hirty-five percent (n = 19) o f th e fem ale students reported that they
were do in g w ork that w as abo v e their ability in school, 49% (n = 27) reported that they
were doing w ork equal to th e ir ability, and 16% (n = 9) reported that they were doing
work that w as below their ability.
V alue o f schoolw ork. Students were asked to respond to three questions in this
section. The first question asked students to indicate the am oim t o f time they spent on
hom ew ork outside o f school each day. Thirty-one percent (n = 8) o f special education
students reported that they spend no time at all on hom ew ork each day, 38% (n = 10)
reported spending less than o n e -h a lf hour on hom ew ork each day, 15% (n = 4) reported
spending about one hour on hom ew ork each day, 8% (n = 2) reported spending betw een
one and tw o hours on hom ew o rk each day, and 8% (n = 2) reported spending m ore than
two hours on hom ew ork each day. Eighteen percent (n = 14) o f general education
students reported that they spend no time at all on h om ew ork each day, 32% (n = 25)
reported spending less than o n e -h a lf hour on hom ew ork each day, 21% (n = 16) reported
spending about one h our on hom ew ork each day, 17% (n = 13) reported spending
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betw een one and tw o hours on hom ew ork each day, and 9% (n = 7) reported spending
m ore than two hours on hom ew ork each day.
T hirty percent (n = 14) o f m ale students reported that they spend no tim e at all on
hom ew ork each day, 30% (n = 14) reported spending less than one-half hour on
hom ew ork each day, 13% (n = 6) reported spending about one hour on hom ew ork each
day, 13% (n = 6) reported spending betw een one and tw o hours on hom ew ork each day,
and 9% (n = 4) reported spending m ore than tw o hours on hom ew ork each day. Thirteen
percent (n = 7) o f fem ale students reported that they spend no tim e at all on hom ew ork
each day, 36% (n = 20) reported spending less than o n e -h a lf h o u r on hom ew ork each day,
25% (n = 14) reported spending about one h o u r on hom ew ork each day, 16% (n = 9)
reported spending betw een one and two hours on hom ew ork each day, and 9% (n = 5)
reported spending m ore than two hours on hom ew ork each day.
The second question asked students i f they have th eir schoolw ork com pleted on time.
N ineteen percent (n = 5) o f the special education students reported that they alw ays have
their schoolw ork finished on tim e, 31% (n = 8) reported that they usually do, 46%
(n = 12) reported that they som etim es do, none reported that they seldom or n ev er have
their schoolw ork finished on time. Tw enty-three percent (n = 18) o f the general
education students reported that they alw ays have their schoolw ork finished on tim e, 51%
(n = 39) reported that they usually do, 23% (n = 18) reported that they som etim es do, 3%
(n = 2) reported that they seldom have th eir schoolw ork finished on time, and none
reported never having their schoolw ork finished on tim e.
T hirteen percent (n = 6) o f the male students reported that they always have their
schoolw ork finished on tim e, 48% (n = 22) reported that they usually do, 37% (n = 17)
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reported that they som etim es do, none reported that they seldom have th eir schoolwork
finished on tim e, and none reported never having th eir schoolw ork finished on time.
Twenty-nine percent (n = 16) o f the female students reported that they alw ays have their
schoolwork finished on time, 45% (n = 25) reported that they usually do, 22% (n = 12)
reported that they som etim es do, 4% (n = 2) reported that they seldom have their
schoolwork finished on time, and none reported never having their schoolw ork finished
on time.
The third question asked students to indicate the percentage o f the in schoolw ork they
feel is valuable. T w enty-three percent (n = 6) o f the special education students reported
that almost all o f the schoolw ork they do is valuable, 46% (n =12) reported that threefourths o f the schoolw ork they do is valuable, none reported that h a lf o f the schoolwork
they do is valuable, 23% (n = 6) reported that one-fourth o f the schoolw ork they do is
valuable, and 4% (n = 1) reported that none o f the schoolw ork they do is valuable.
Twenty-nine percent (n = 22) o f the general education students reported that almost all o f
the schoolwork they do is valuable, 34% (n = 26) reported that three-fourths o f the
schoolwork they do is valuable, 26% (n = 20) reported that h alf o f the schoolw ork they
do is valuable, 10% (n = 8) reported that one-fourth o f the schoolw ork they do is
valuable, and 1% (n = 1) reported that none o f the schoolw ork they do is valuable.
Seventeen percent (n = 8) o f the male students reported that alm ost all o f the
schoolwork they do is valuable, 41% (n = 19) reported that three-fourths o f the
schoolwork they do is valuable, 20% (n = 9) reported that h a lf o f the schoolw ork they do
is valuable, 18% (n = 8) reported that one-fourth o f the schoolw ork they do is valuable,
and 2% (n = 1) reported that none o f the schoolw ork they do is valuable. Thirty-five
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percent (n = 19) o f the fem ale students reported th at alm ost all o f the schoolw ork they do
is valuable, 35% (n = 19) reported that three-fourths o f the schoolw ork they do is
valuable, 20% (n = 11) reported that h a lf o f the schoolw ork they do is valuable, 9%
(n = 5) reported that one-fourth o f th e schoolw ork th e y do is valuable, and 2% (n = 1)
reported that none o f the schoolw ork they do is valuable.
Pride in schoolw ork. Students w ere asked to resp o n d to one question concerning the
things that they do in school o f w hich th ey are m ost proud. F our percent (n = 1) o f the
special education students reported that they were m o st proud o f being neat and prom pt
in their w ork, 4% (n = 1) reported being m ost proud o f helping the teacher in the
classroom , 62% (n = 16) reported being m ost proud o f getting good grades on their report
card, 12% (n = 3) reported being m ost proud o f being w ell liked by all the students, and
8% (n = 2) reported that nothing they do in school m ak es them proud. Thirteen percent
(n = 10) o f th e general education students reported th at they w ere most proud o f being
neat and p ro m p t in their work, 8% (n = 6) reported b ein g m o st proud o f helping the
teacher in the classroom , 56% (n = 43) reported being m o st proud o f getting good grades
on their report card, 17% (n = 13) reported being m ost proud o f being well liked by all
the students, and 3% (n = 2) reported that nothing th ey do in school makes them proud.
Seven percent (n = 3) o f the m ale students reported th at they w ere m ost proud o f
being neat and prom pt in their w ork, 11% (n = 5) reported b ein g m ost proud o f helping
the teacher in the classroom , 43% (n = 20) reported b ein g m ost proud o f getting good
grades on th eir report card, 24% (n = 11) reported b ein g m ost proud o f being well liked
by all the students, and 7% (n = 3) reported that nothing they do in school m akes them
proud. T hirteen percent (n = 7) o f the fem ale students reported that they w ere m ost proud
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o f being neat and prom pt in th eir w ork, 4% (n = 2) reported being m ost p ro u d o f helping
the teacher in the classroom , 69% (n = 38) reported being m ost proud o f getting good
grades on their report card, 9% (n = 5) reported being m ost proud o f being w ell liked by
all the students, and 2% (n = I) reported that nothing they do in school m akes them
proud.
Student-teacher relationships. Students were asked to respond to four questions that
dealt w ith student-teacher relationships in their school. T he first question concerned the
stu d en t’s satisfaction w ith treatm ent from teachers and other school personnel. Fifteen
percent (n = 4) o f the special education students reported that they w ere very well
satisfied with the treatm ent they received, 35% (n = 9) reported being satisfied, 35%
(n = 9) reported that they w ere neither satisfied nor dissatisfied, 4% (n = 1) reported
being dissatisfied, and 4% (n = 1) reported being very m uch dissatisfied. Tw enty-seven
percent (n = 21) o f the general education students reported that they w ere very w ell
satisfied with the treatm ent they received, 30% (n = 23) reported being satisfied, 35%
(n = 27) reported that they w ere neither satisfied nor dissatisfied, 4% (n = 3) reported
being dissatisfied, and 4% (n = 3) reported being very m uch dissatisfied.
Tw enty-tw o percent (n = 10) o f the male students reported that they w ere very well
satisfied with the treatm ent they received, 33% (n = 15) reported being satisfied, 39%
(n = 18) reported that they w ere neither satisfied nor dissatisfied, 2% (n =1) reported
being dissatisfied, and 9% (n = 4) reported being very m uch dissatisfied. Tw enty-four
percent (n = 13) o f the fem ale students reported that they w ere very w ell satisfied with
the treatm ent they received, 31% (n = 17) reported being satisfied, 33% (n = 18) reported
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that they w ere neith er satisfied nor dissatisfied, 5% (n = 3) reported being dissatisfied,
and 7% (n = 4) reported being very much dissatisfied.
Q uestion two dealt w ith student feelings as to how well they thought that they pleased
their teachers. Fifteen percent (n = 4) o f special education students reported that they
always please their teachers, 23% (n = 6) reported that they usually succeed in pleasing
their teachers, 35% (n =9) reported that they som etim es have trouble pleasing their
teachers, 8% (n = 2) reported that they never seem to please teachers, and 15% (n = 4)
reported that they are not interested in trying to please their teachers. Twenty-three
percent (n = 18) o f general education students reported that they alw ays please their
teachers, 48% (n = 37) reported that they usually succeed in pleasing their teachers, 17%
(n = 13) reported that th ey som etim es have trouble pleasing their teachers, 3% (n = 2)
reported that they never seem to please teachers, and 8% (n = 6) reported that they are not
interested in trying to please their teachers.
Seventeen percent (n = 8) o f male students reported that they alw ays please their
teachers, 35% (n = 16) reported that they usually succeed in pleasing their teachers, 35%
(n = 16) reported that they sometimes have trouble pleasing their teachers, 4% (n = 2)
reported that they n ev er seem to please them, and 4% (n = 2) reported that they are not
interested in trying to please their teachers. Tw enty-tw o percent (n = 12) o f the female
students reported that they always please their teachers, 49% (n = 27) reported that they
usually succeed in p leasing their teachers, 11% (n = 6) reported that they sometimes have
trouble pleasing th eir teachers, 4% (n = 2) reported that they n ever seem to please them,
and 15% (n = 8) reported that they are not interested in trying to please their teachers.
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The third question (Q uestion 16) asked students to indicate th e frequency with which
they receive com plim ents on their school w ork from their teachers. Tw enty-three percent
(n = 6) o f the special education students reported that they receive com plim ents alm ost
every day, 31% (n = 8) reported receiving com plim ents about once a w eek, 19% (n = 5)
reported receiving com plim ents about once a sem ester, 8% (n = 2) reported not
rem em bering ever receiving com plim ents, and 19% (n = 5) reported that teachers give
grades rather than com plim ents. Thirty-five percent (n - 27) o f the general education
students reported that they receive com plim ents almost every day, 38% (n - 29) reported
receiving com plim ents about once a w eek, 12% (n —9) reported receiving com plim ents
about once a sem ester, 4% (n = 3) reported not rem em bering ever receiving com plim ents,
and 9% (n = 7) reported that teachers give grades rather than com plim ents.
Thirty-three percent (n = 15) o f the m ale students reported that they receive
compliments alm ost every day, 41% (n = 19) reported receiving com plim ents about once
a week, 19% (n = 5) reported receiving com plim ents about once a sem ester, 2% (n = 1)
reported not rem em bering ever receiving com plim ents, and 19% (n = 5) reported that
teachers give grades rather than com plim ents. Thirty-one percent (n = 17) o f the female
students reported that they receive com plim ents alm ost every day, 31% (n = 17) reported
receiving com plim ents about once a week, 16% (n = 9) reported receiv in g com plim ents
about once a sem ester, 7% (n = 4) reported not rem em bering ever receiving compliments,
and 13% (n = 7) reported that teachers give grades rather than com plim ents.
The last question (Q uestion 17) in this section concerned the last tim e the students
had been spoken to by the principal at their school. Tw enty-three percent (n = 6) o f the
special education students reported receiving a com plim ent for an achievem ent, 12%
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(n = 3) reported being rem inded o f a school rule, 8% (n = 2) reported the principal
inquiring about how he/she w as doing, 27% (n = 7) reported having never been spoken to
by the principal, and 31% (n = 8) reported that none o f th e responses fit. Tw enty-five
percent (n = 19) o f the general education students reported receiving a com plim ent for an
achievement, 21% (n = 16) reported being rem inded o f a school rule, 4% (n = 3) reported
the principal inquiring about how he/she w as doing, 23% (n = 18) reported having never
been spoken to by the principal, and 27% (n = 21) reported th at none o f the responses fit.
Tw enty-eight percent (n = 13) o f the m ale students rep o rted receiving a com plim ent
for an achievem ent, 30% (n = 14) reported being rem inded o f a school rule, 2% (n = 1)
reported the principal inquiring about how he/she was doing, 17% (n = 8) reported having
never been spoken to by the principal, and 22% (n = 10) reported that none o f the
responses fit. Tw enty-tw o percent (n = 12) o f the fem ale students reported receiving a
com plim ent for an achievem ent, 7% (n = 4) reported b eing rem inded o f a school rule, 7%
(n = 4) reported the principal inquiring about how he/she w as doing, 31 % (n = 17)
reported having never been spoken to by the principal, and 33% (n = 18) reported that
none o f the responses fit.
Pupil control orientation/student autonom v. Students w ere asked to respond to three
questions in this section. The first (Q uestion 15) concerned participation by students
were in the instructional planning o f the classroom. T w enty-three percent (n = 6) o f the
special education students reported that the teachers allow th em to participate extensively
in the planning, 31% (n = 8) reported that teachers occasionally ask students to
participate in the planning, and 42% (n = 11) reported that teachers do the planning and
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tell students what to do. Tw elve percent (n = 9) o f the general education students
reported that the teachers allow them to participate extensively in the planning, 43%
(n = 33) reported that teachers occasionally ask students to participate in the planning,
and 45% (n = 35) reported that teachers do the planning and tell students w hat to do.
Fifteen percent (n —7) o f the male students reported that the teachers allow them to
participate extensively in the planning, 46% (n = 21) reported that teachers occasionally
ask students to participate in the planning, and 37% (n =17) reported that teachers do the
planning and tell students w hat to do. Fifteen percent (n = 8) o f th e fem ale students
reported that the teachers allow them to participate extensively in the planning, 35%
(n = 19) reported that teachers occasionally ask students to participate in the planning,
and 51% (n = 28) reported that teachers do the planning and tell students w hat to do.
The second question (Q uestion 18) concerned student feelings about the enforcem ent
o f rules and regulations at their school. Thirty-five percent (n = 9) o f the special
education students reported that the enforcem ent o f rules and regulations was about right,
27% (n = 7) reported that they were too weak, 15% (n = 4) reported that they w ere much
too w eak, 8% (n = 2) reported that they w ere too strict, and 12% (n = 3) reported that
they w ere m uch too strict. Thirty-one percent (n = 24) o f the general education students
reported that the enforcem ent o f rules and regulations was about right, 14% (n = 11)
reported that they w ere too w eak, 8% (n = 6) reported that they w ere m uch too weak,
32% (n = 25) reported that they were too strict, and 13% (n = 10) reported that they were
m uch too strict.
Thirty-seven percent (n = 17) o f the m ale students reported that the enforcem ent o f
rules and regulations w as about right, 13% (n = 6) reported that they w ere too w eak, 15%
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(n = 7) reported that they were m uch too weak, 24% (n = 11) reported that they were too
strict, and 11% (n = 5) reported th at they w ere much too strict. T w enty-eight percent
(n = 15) o f the fem ale students reported that the enforcem ent o f ru les and regulations was
about right, 22% (n = 12) reported that they were too weak, 4% (n = 2) reported that they
were m uch too w eak, 29% (n = 16) reported that they w ere too strict, and 15% (n = 8)
reported that they w ere much too strict.
The last question in this section concerned the students’ feelings about trying to get
ahead in school. Fifty-eight percent (n = 15) o f the special education students reported
that som eone or som ething tries to stop them every tim e they try to get ahead, 35%
(n = 9) reported that they were n o t sure, and 8% (n = 2) disagreed. F orty percent (n = 31 )
o f the general education students reported that someone or som ething tries to stop them
every tim e they try to get ahead, 29% (n = 22) reported that they w ere not sure, and 31%
(n = 24) disagreed.
Forty-one percent (n = 19) o f the m ale students reported that som eone o r som ething
tries to stop them every tim e they try to get ahead, 41% (n = 19) reported that they were
not sure, and 17% (n = 8) disagreed. Forty-nine percent (n = 27) o f the fem ale students
reported that som eone or som ething tries to stop them every tim e th ey try to get ahead,
18% (n = 10) reported that they w ere not sure, and 33% (n = 18) disagreed.
Parent involvem ent/interest. Students w ere asked to respond to four questions
concerning the feeling o f their parents about the student and school. Q uestion one asked
the frequency w ith w hich their parents talked to the students about th e ir schoolw ork.
Twenty-three percent (n = 6) o f the special education students reported that they talk to
their parents ju st about every day, 35% (n = 9) reported that they talk to their parents
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about once o r tw ice a week, 8% (n = 2) reported that they talk to th e ir parents about once
or tw ice a m onth, and 31% (n = 8) reported never or hardly ev er talking to their parents
about their schoolw ork. Thirty-one percent (n = 24) o f the general education students
reported that they talk to their parents ju s t about every day, 30% (n = 23) reported that
they talk to th e ir parents about once o r tw ice a week, 13% (n = 10) reported that they talk
to their parents about once or tw ice a m onth, and 25% (n = 19) reported never or hardly
ever talking to th eir parents about their schoolw ork.
Tw enty-six percent (n = 12) o f the m ale students reported that they talk to their
parents ju s t about every day, 30% (n = 14) reported that they talk to th eir parents about
once or tw ice a w eek, 20% (n = 9) reported that they talk to th eir parents about once or
twice a m onth, and 22% (n =10) reported never or hardly ever talk in g to their parents
about their schoolw ork. Thirty-one percent (n = 17) o f the fem ale students reported that
they talk to th e ir parents ju st about every day, 31% (n = 17) reported that they talk to
their parents about once or tw ice a w eek, 5% (n = 3) reported that th ey talk to their
parents about once o r twice a m onth, and 31 % (n = 17) reported n ev er or hardly ever
talking to their parents about th eir schoolw ork.
The second question concerned the value the student’s parents placed on w hat they
Iearn in school. Fifty-four percent (n = 14) o f the special education students reported that
they think their parents value all o f w hat they leam in school, 23% (n = 6) reported that
they think th eir p arents value three-fourths o f w hat they leam in school, 8% (n = 2)
reported that th ey think their parents value o n e-h alf o f what they le am in school, 4% (n =
1) reported that they think their parents value one-fourth o f w hat th e y leam in school, no
student reported that they think th eir parent values none o f w hat th ey leam , and 4% (n =
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1) reported that they do not know . Sixty-four percent (n = 49) o f the general education
students reported that they th in k their parents value all o f w hat they leam in school, 10%
(n = 8) reported that they think th eir parents value three-fourths o f w hat they leam in
school, 9% (n = 7) reported that th ey think their parents value one-half o f what they leam
in school, 3% (n = 2) reported that they think their parents value one-fourth o f w hat they
leam in school, 3% (n = 2) reported that they think their parent values none o f w hat they
leam , and 12% (n = 9) reported that they do not know.
S ixty-three percent (n = 29) o f the m ale students reported that they think their parents
value all o f w h at they leam in school, 20% (n = 9) reported that they think their parents
value three-fourths o f w hat they leam in school, 7% (n = 3) reported that they think th eir
parents value one-half o f w hat they leam in school, 2% (n =1) reported that they think
their parents value one-fourth o f w hat they leam in school, 2% (n = 1) reported that they
think th e ir parent values none o f w hat they leam, and 4% (n = 2) reported that they do not
know. S ixty percent (n = 33) o f the fem ale students reported that they think their parents
value all o f w hat they leam in school, 9% (n = 5) reported that they think their parents
value three-fourths o f w hat they leam in school, 11% (n = 6) reported that they think their
parents value one-half o f w hat they leam in school, 2% (n = 1) reported that they think
their parents value one-fourth o f w hat they leam in school, 2% (n = 1) reported that they
think th eir parent values none o f w hat they leam, and 15% (n = 8) reported that they do
not know .
Q uestion three concerned the stu d en t’s perceptions o f th e ir parents’ feelings about
how w ell the student does in school. Tw enty-seven percent (n = 7) o f the special
education students reported that th eir parents are interested in how w ell they do in school.
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but that they are not pressured to do w ell, 31 % (n = 8) reported that their parents are
concerned and that the student som etim es feels pressured, 27% (n = 7) reported that their
parents often pressure them to do w ell, 12% (n = 3) reported constant pressure from
parents, and none reported that th e ir parents are not concerned w ith how w ell they do in
school. Forty-nine percent (n = 38) o f the general education students reported that their
parents are interested in how well they do in school, but that th ey are not pressured to do
well, 31% (n = 24) reported that th e ir parents are concerned and the student som etim es
feels pressured, 10% (n = 8) reported that their parents often pressure them to do well,
6% (n = 5) reported constant pressure fi'om parents, and 3% (n = 2) reported that their
parents are not concerned w ith how w ell they do in school.
Forty-one percent (n = 19) o f th e m ale students reported that th eir parents are
interested in how w ell they do in school, but that they are not pressured to do w ell, 33%
(n = 15) reported that their parents are concerned and that the student som etim es feels
pressured, 17% (n = 8) reported that their parents often pressure them to do w ell, 7%
(n = 3) reported constant pressure from parents, and 2% (n = 1) reported that th eir parents
are not concerned with how well they do in school. Forty-seven percent (n = 26) o f the
female students reported that their parents are interested in how w ell they do in school,
but that they are not pressured to do w ell, 31% (n = 17) reported that their parents are
concerned and that the student som etim es feels pressured, 11 % (n = 6) reported that their
parents often pressure them to do w ell, 7% (n = 4) reported constant pressure from
parents, and 2% (n = 1) reported that th eir parents are not concerned w ith how w ell they
do in school.
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The last question in this section concerned the p aren ts’ judgm ent o f the
appropriateness o f tim e their child spends on schoolw ork. Nineteen percent (n = 5) o f the
special education students reported th at their parents think the right am ount o f tim e is
spent on schoolw ork, 8% (n = 2) reported that their parents think too m uch tim e is spent
on schoolw ork, 38% (n = 10) reported that their parents think too little tim e is spent on
schoolwork, and 31% (n = 8) reported not know ing w hat their parents felt. Tw enty-three
percent (n = 18) o f the general education students reported that their parents think the
right am ount o f tim e is spent on schoolw ork, 6% (n = 5) reported that th eir parents think
too much tim e is spent on schoolw ork, 36% (n = 28) reported that th eir parents think too
little time is spent on schoolw ork, and 32% (n = 25) reported not know ing w hat their
parents felt.
Fifteen percent (n = 7) o f the m ale students reported that their parents think the right
amount o f tim e is spent on schoolw ork, 11% (n = 5) reported that their parents think too
much time is spent on schoolwork, 37% (n = 17) reported that their parents think too little
time is spent on schoolw ork, and 35% (n = 16) reported not know ing w hat th eir parents
felt. Tw enty-nine percent (n = 16) o f the fem ale students reported that their parents think
the right am ount o f tim e is spent on schoolw ork, 2% (n = 1) reported that their parents
think too m uch tim e is spent on schoolw ork, 36% (n = 20) reported that their parents
think too little tim e is spent on schoolw ork, and 31% (n = 17) reported not know ing what
their parents felt.
Teacher expectations. Students responded to one question concerning their feelings
as to what they think their teachers’ expectations are o f them . Forty-six percent (n = 12)
o f the special education students responded that they think teachers have high
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expectations o f them , 31% (n = 8) reported thinking teachers’ expectations o f them are
different, neither h ig h n o r low; 15% (n = 4) rep o rted thinking their teachers h ave low
expectations o f them , 8% (n = 2) reported th in k in g their teachers have no expectations o f
them , and no stu d en t responded that they d id not know . Sixty-four p ercent (n = 49) o f
the general education students responded th at th ey think teachers have high expectations
o f them, 30% (n = 23) reported thinking teach ers’ expectations o f them are different,
neither high n o r low ; none reported thinking th eir teachers have low expectations o f
them , 4% (n = 3) reported thinking th eir teachers have no expectations o f them , and 3%
(n = 2) responded that they did not know.
Fifty-four percen t (n = 25) o f the m ale students responded that they think teachers
have high expectations o f them , 33% (n = 15) reported thinking teachers’ expectations o f
them are different, n eith er high nor low; 7% (n = 3) reported thinking th eir teachers have
low expectations o f them , 7% (n = 3) reported thinking their teachers have no
expectations o f them , and no student responded that they did not know. Sixty-four
percent (n = 35) o f th e fem ale students responded that they think teachers have high
expectations o f them , 27% (n = 15) reported th in k in g teachers’ expectations o f them are
different, neither high n o r low; 2% (n = 1) reported thinking their teachers have low
expectations o f them , 4% (n = 2) reported thinking th eir teachers have no expectations o f
them , and 4% (n = 2) responded that they did n o t know .
Student E xpectations. Students responded to three questions dealing w ith
expectations. T he first question concerned stu d en t expectations follow ing high school
graduation. T hirty-five percent (n = 9) o f the special education students reported that
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they expected to go to a college o r university, 42% (n = 11) reported that they w ould get
a jo b , 15% (n = 4) reported that they w ould go to a business o r trade school, and 4%
(n = 1) reported that they did not expect to graduate from high school. Seventy-nine
percent (n = 61) o f the general education students reported that th ey expected to go to a
college o r university, 10% (n = 8) reported that they w ould get a jo b , 5% (n = 4) reported
that they w ould go to a business o r trade school, and 4% (n = 3) reported that they did not
expect to graduate from high school.
Fifty-seven percent (n = 26) o f the m ale students reported that they expected to go to
a college o r university, 24% (n = 11) reported that they w ould get a jo b , 15% (n = 7)
reported that they w ould go to a business or trade school, and 4% (n = 2) reported that
they did not expect to graduate from high school. Seventy-eight percent (n = 43) o f the
female students reported that they expected to go to a college o r university, 13% (n = 7)
reported that they w ould get a jo b , 2% (n = 1) reported that they w ould go to a business
or trade school, and 4% (n = 2) reported that they did not expect to graduate from high
school.
The second question concerned student feelings as to w hether o r not school was
preparing them for the job world once they graduated. Eighty-one percent (n = 21) o f the
special education students responded that it is and 19% (n = 5) reported that it is not.
Seventy-seven percent (n = 59) o f the general education students responded that it is and
18% (n = 14) reported that it is not.
Seventy percent (n = 32) o f the m ale students responded that it is and 22% (n = 10)
reported that it is not. Eighty-four percent (n = 46) o f the fem ale students responded that
it is and 16% (n = 9) reported that it is not.
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Q uestion three in this section focused on the thoughts o f the students concerning the
type o f lifestyle for w hich high school was preparing them . Thirty percent (n = 7) o f the
special education students reported that high school was preparing them to live an upperincom e lifestyle, 50% (n = 13) reported that high school w as preparing them to live an
average-incom e lifestyle, 8% (n = 2) reported that high school w as preparing them to live
a low -incom e lifestyle, and 12% (n = 3) did not know . Forty percent (n = 31) o f the
general education students reported that high school was preparing them to live an upperincom e lifestyle, 42% (n = 32) reported that high school w as preparing them to live an
average-incom e lifestyle, 10% (n = 8) reported that high school was preparing them to
live a low -incom e lifestyle, and 8% (n = 6) did not know.
Thirty-seven percent (n = 17) o f the male students reported that high school was
preparing them to live an upper-incom e lifestyle, 37% (n = 17) reported that high school
w as preparing them to live an average-incom e lifestyle, 15% (n = 7) reported that high
school was preparing them to live a low -incom e lifestyle, and 11% (n = 5) did not know.
Thirty-six percent (n = 20) o f the fem ale students reported that high school w as preparing
them to live an upper income lifestyle, 49% (n = 27) reported that high school w^as
preparing them to live an average incom e lifestyle, 5% (n = 3) reported that high school
w as preparing them to live an low incom e lifestyle, and 7% (n = 4) did not know .
Social acceptance. Students w ere asked to respond to one question concerning their
fitting into the school environm ent. Sixty-nine percent (n = 18) o f the special education
students reported that yes and 19% (n = 5) reported no. Seventy-eight percent (n = 60) o f
the general education students reported that yes and 14% (n = 11) reported no.
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Fifty-nine percent (n = 27) o f the male students reported that yes and 24% (n = I I )
reported no. N inety-one percent (n = 50) o f the fem ale students reported that yes and 9%
(n = 5) reported no.
Data also w ere analyzed b y using a cross tabulation o f the independent variables (e.g.,
A frican-A m erican and W hite students) and the 28 item s on the School Factors
Q uestionnaire in order to ascertain the frequency and percentages w ith w hich students at
School A (the predom inantly A frican-A m erican school) chose a particu lar response from
a questionnaire item . T able 3 reports data pertinent to race/ethnicity. T h e frequency and
percentage are reported for each response in each item . A lthough A sian and H ispanic
students are represented in the tables, their responses are not reported becau se o f the low
number o f A sian and H ispanic students who participated in this study.
Liking o f school. Students answ ered one question concerning w hether o r not they
liked school. T w enty-three percent (n = 19) o f A ftican-A m erican students reported that
they like school very m uch, 40% (n = 33) reported that they like it, 9% (n = 7) reported
that they neither like nor dislike school, 24% (n = 20) reported that m any days they
would like to stay hom e, and 4% (n = 3) reported that they would quit school i f they
could. Fourteen percent (n = 2) o f W hite students reported that they like school very
much, 36% (n = 5) said they like it, 21% (n = 3) reported that they neither like n or dislike
school, 21% (n = 3) reported that m any days they w o u ld like to stay hom e, and 7%
(n = 1) reported that they w ould quit school i f they could.
Dropping out. S tudents w ere asked two questions that concerned th eir feelings about
dropping out o f school. The first question asked students how they w ould feel i f they had
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to stop school im m ediately. F ive percent (n = 4) o f the A frican-A m erican students
reported that they w o u ld be very happy because th ey w ould like to quit school, 16%
(n = 13) reported th at they w ould not care one w ay o r the other, 21 % (n = 17) reported
that they w ould be disappointed, 34% (n = 28) reported that they w ould try hard to
continue, and 23% (n = 19) reported that they w ould do alm ost anything to stay in school.
Fourteen percent (n = 2) o f the W hite students reported that they w ould be very happy
because they w ould like to quit school, 7% (n = 1) reported that they would not care one
w ay or the other, 7% (n = 1) reported that they w ould b e disappointed, 21% (n = 3)
reported that they w o u ld try h ard to continue, and 50% (n = 7) reported that they w ould
do alm ost anything to stay in school.
The second question asked students if they had stayed aw ay from school during the
2000-2001 school year ju s t because they did not w ant to go to school. Thirty-nine
percent (n = 32) o f th e A frican-A m erican students reported that they had not stayed away
from school, 41% (n = 34) reported that they had stayed aw ay for one or two days, 13%
(n = 11) reported that th ey had stayed away for 3 to 6 days, 4% (n = 3) reported that they
had stayed away for 7 to 15 days, and 2% (n = 2) o f the students reported that they had
stayed aw ay from school m ore that 16 days. Tw enty-one percent (n = 3) o f the W hite
students reported that they had not stayed away from school, 36% (n = 5) reported that
they had stayed aw ay for one o r tw o days, 36% (n = 5) reported that they had stayed
aw ay for 3 to 6 days, 7% (n = 1) reported that they had stayed aw ay for 7 to 15 days, and
none o f the students reported that they had stayed aw ay from school more that 16 days.
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R elevancy o f curriculum .
Students w ere asked four questions pertaining to the curriculum taught at their school.
Tliree item s asked the student about the relevancy o f the school curriculum to their
personal lives, th eir com m unity, and the U nited States. The first question asked about the
relationship betw een w hat learned in school for the p ast two or three years and their life
outside o f school.
T hirty percent (n = 25) o f A fiica-A m erican students reported that school is much
m ore directly related to their life outside school, 44% (n = 36) reported that school has
little relationship to their life outside school, 12% (n = 10) reported th at w hat they hear in
school is opposite o f w hat they see and hear outside o f school, and 13% (n = 11) reported
that school has no relationship to their life outside school. Thirty-six percent (n = 5) o f
W hite students reported that school is much m ore directly related to th eir life outside
school, 50% (n = 7) reported that school has little relationship to their life outside school,
7% (n = 1) reported that w hat they hear in school is opposite o f what they see and hear
outside o f school, and 7% (n = 1) reported that school has no relationship to their life
outside school.
T he second question asked students to estim ate the am ount o f the im portant questions
in their personal lives that are answered in school. Tw enty-one percent (n = 17) o f
A frican-A m erican students reported that m ost o f the im portant questions in their lives are
answ ered in school, 43% (n = 35) reported that about h a lf o f their im portant questions are
answ ered, 29% (n = 24) reported that one or tw o o f th eir im portant questions are
answ ered, and 7% (n = 6) answ ered that none o f their im portant questions are answered
in school. T w enty-nine percent (n = 4) o f W hite students reported that m ost o f the
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im portant questions in their lives are answ ered in school, 21% (n = 3) reported that about
h a lf o f their im portant questions are answ ered, 29% (n = 4) reported that one or two o f
their im portant questions are answered, and 21% (n = 3) answ ered that none o f their
im portant questions are answ ered in school.
The third question asked students w h eth er or not w hat they learned in school
answ ered the im portant problem s they see in their com m unity. E ighteen percent (n = 15)
o f A frican-A m erican students reported that m ost o f the im portant problem s in their
com m unity are answ ered in school, 29% (n = 24) reported that about h a lf o f their
im portant problem s are answ ered, 37% (n = 30) reported that one o r tw o o f their
im portant problem s are answered, and 12% (n = 10) answ ered that n o n e o f their
im portant problem s are answ ered in school. N one o f the W hite students reported that
m ost o f the im portant problem s in their com m unity are answered in school, 43% (n = 6)
reported that about h a lf o f their im portant problem s are answered, 29% (n = 4) reported
that one or two o f th eir im portant problem s are answ ered, and 29% (n = 4) answ ered that
none o f their im portant problem s are answ ered in school.
The fourth question asked students to indicate the frequency that w hat they learned in
school answ ered the im portant problem s o f the U nited States. T w enty-nine percent
(n = 24) o f A frican-A m erican students reported that m ost o f the im portant problem s o f
the U nited States are answ ered in school, 37% (n = 30) reported th at about h a lf o f the
im portant problem s in the problem s o f the U nited States are answ ered, 26% (n = 21)
reported that one o r tw o o f the im portant problem s o f the U nited States are answ ered, and
6% (n = 5) answ ered that none o f the im portant problem s o f the U nited States are
answ ered in school. Fourteen percent (n = 2) o f W hite students reported that m ost o f the
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im portant problem s o f the United States are answ ered in school, 29% (n = 4) reported
that about h a lf o f th e im portant problem s o f the U nited States are answ ered in school,
36% (n = 5) rep o rted that one o r tw o o f the im portant problem s o f the U nited States are
answered in school, and 14% (n = 2) answ ered that none o f the im portant problem s o f the
U nited States are answ ered in school.
Perceived academ ic ability. Students w ere asked one question concerning their
perception o f the relationship betw een the w ork they do in school and to their ability.
Thirty-three percent (n = 27) o f the A frican-A m erican students reported that they were
doing w ork that w as above their ability in school, 52% (n = 43) reported that they were
doing w ork equal to their ability, and 11% (n = 9) reported that th ey w ere doing work that
w as below their ability. Tw enty-nine percent (n = 4) o f W hite students reported that they
were doing w ork th a t w as above their ability in school, 21% (n = 3) reported that they
were doing w ork equal to their ability, and 50% (n = 7) reported that they w ere doing
work that w as below their ability.
Value o f schoolw ork. Students w ere asked to respond to three questions in this section.
The first question asked students to indicate the am ount o f tim e th ey spent on homework
outside o f school each day.
Tw enty-one p ercen t (n = 17) o f A frican-A m erican students reported that they spend
no time at all on hom ew ork each day, 33% (n = 27) reported spending less than one-half
hour on hom ew ork eac h day, 20% (n = 16) reported spending about one hour on
hom ew ork each day, 16% (n = 13) reported spending betw een one and two hours on
hom ew ork each day, and 10% (n = 8) reported spending m ore than tw o hours on
hom ew ork each day. Tw enty-nine percent (n = 4) o f W hite students reported that they
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spend no tim e at all on hom ew ork each day, 29% (n = 4) reported spending less than onehalf hour on hom ew ork each day, 21% (n = 3) reported spending about one hour on
homework each day, 14% (n = 2) reported spending betw een one and two hours on
homework each day, and no one reported spending m ore than two hours on hom ew ork
each day.
The second question asked students if they have their schoolw ork com pleted on time.
Twenty percent (n = 16) o f the A frican-A m erican students reported that they always have
their schoolw ork finished on tim e, 46% (n = 38) reported that they usually do, 32%
(n = 26) reported that they som etim es do, 2% (n = 2) reported seldom having their
schoolw ork finished, and none reported never having their schoolw ork finished on time.
Forty-three percent (n = 6) o f the W hite students reported that they always have their
schoolwork finished on time, 43% (n = 6) reported that they usually do, 7% (n = 1)
reported that they som etim es do, no one reported that they seldom have their schoolw ork
finished on tim e, and no one reported never having their schoolw ork finished on time.
The third question asked students w hat percentage o f the schoolw ork they do is
valuable. T w enty-seven percent (n = 22) o f A frican-A m erican students reported that
almost all o f the schoolw ork they do is valuable, 41% (n =34) reported that three-fourths
o f the schoolw ork they do is valuable, 21% (n = 17) reported that h a lf o f the schoolw ork
they do is valuable, 11% (n = 9) reported that one-fourth o f the schoolw ork they do is
valuable, and no one reported that none o f the schoolwork they do is valuable. Twentynine percent (n = 4) o f W hite students reported that alm ost all o f the schoolw ork they do
is valuable, 21% (n = 3) reported that three-fourths o f the schoolw ork they do is valuable,
14% (n = 2) reported that h alf o f the schoolw ork they do is valuable, 14% (n = 2)
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reported that one-fourth o f the schoolw ork they do is valuable, and 14% (n = 2) reported
that none o f the schoolw ork th ey do is valuable.
Pride in schoolw ork. Students w ere asked to respond to one question concerning the
things that they do in school th at they are m ost proud of. T hirteen percent (n = 11 ) o f
A frican-A m erican students reported that they were m o st p roud o f being neat and prompt
in their w ork, 9% (n = 7) reported being most proud o f helping the teacher in the
classroom , 53% (n = 45) reported being most proud o f getting good grades on their report
card, 15% (n = 12) reported b ein g m ost proud o f being w ell liked by all the students, and
4% (n = 3) reported that nothing they do in school m akes them proud. N one o f the White
students reported that they w ere m ost proud o f being n eat and p ro m p t in their w ork, no
one reported being m ost proud o f helping the teacher in the classroom , 64% (n = 9)
reported being m ost proud o f getting good grades on th e ir report card, 21% (n = 3)
reported being m ost proud o f b ein g well liked by all the students, and no one reported
that nothing they do in school m akes them proud.
Student-teacher relationships. Students were asked to respond to four questions that
dealt w ith the student-teacher relationships in their school. The first question concerned
the student’s satisfaction w ith treatm ent from teachers and other school personnel.
Tw enty-three percent (n = 19) o f A frican-A m erican students reported that they were very
well satisfied w ith the treatm ent they received, 28% (n = 23) reported being satisfied,
39% (n = 32) reported that they w ere neither satisfied n o r dissatisfied, 4% (n = 3)
reported b eing dissatisfied, and 5% (n = 4) reported b eing very m uch dissatisfied.
Tw enty-nine percent (n = 4) o f W hite students reported th at they w ere very w ell satisfied
with the treatm ent they received, 43% (n = 6) reported b ein g satisfied, 14% (n = 2)
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reported that they w ere n eith er satisfied nor dissatisfied, 7% (n = 1) reported being
dissatisfied, and no o ne reported being very much dissatisfied.
Q uestion tw o concerned students’ feelings as to h o w w ell they think they please their
teachers. T w enty p ercent (n = 16) o f A fiican-A m erican students reported that they
alw ays please their teachers, 41% (n = 34) reported th at they usually succeed in pleasing
their teachers, 21% (n = 17) reported that they som etim es have trouble pleasing their
teachers, 5% (n = 4) reported that they never seem to p lease teachers, and 11% (n = 9)
reported that they are no t interested in trying to please th e ir teachers. Thirty-six percent
(n = 5) o f W hite students reported that they always p lease th eir teachers, 43% (n = 6)
reported that they usually succeed in pleasing their teachers, 21% (n = 3) reported that
they som etim es have trouble pleasing their teachers, no one reported that they never seem
to please them , and no one reported that they are not interested in trying to please their
teachers.
T he third question (Q uestion 16) asked students to in dicate the frequency w ith w hich
they receive com plim ents on their schoolw ork from th e ir teachers. Thirty-two percent
(n = 26) o f A frican-A m erican students reported that th ey receive com plim ents alm ost
every day, 35% (n = 29) reported receiving com plim ents about once a week, 12%
(n = 10) reported receiving com plim ents about once a sem ester, 5% (n = 4) reported not
rem em bering ever receiving com plim ents, and 15% (n = 12) reported that teachers give
grades rather than com plim ents. Forty-three percent (n = 6) o f W hite students reported
that they receive com plim ents alm ost every day, 21% (n = 3) reported receiving
com plim ents about once a w eek, 21% (n = 3) reported receiv in g com plim ents about once
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a semester, 7% (n = 1) reported not rem em bering ever receiving com plim ents, and no one
reported that teachers give grades rather than complim ents.
The last question in this section (Q uestion 17) concerned the last tim e the students
had been spoken to b y the principal at th eir school. Twenty-three percent (n = 19) o f
A frican-A m erican students reported receiving a com plim ent for an achievem ent, 21% (n
= 17) reported being rem inded o f a school m le, 6% (n = 5) reported the principal
inquiring about how he/she was doing, 24% (n = 20) reported having never been spoken
to by the principal, and 26% (n = 21) reported that none o f the responses fit. Thirty-six
percent (n = 5) o f W hite students reported receiving a com plim ent for an achievement,
7% (n = 1) reported being rem inded o f a school rule, no one reported the principal
inquiring about how he/she was doing, 36% (n = 5) reported having never been spoken to
by the principal, and 21% (n = 3) reported that none o f the responses fit.
Pupil control orientation/student autonom v. Students were asked to respond to three
questions in this section. The first question (Q uestion 15) concerned participation by
students in the instructional planning o f the classroom . Eleven percent (n = 9) o f
A frican-A m erican students reported that the teachers allow them to participate
extensively in the planning, 39% (n = 32) reported that teachers occasionally ask students
to participate in the planning, and 49% (n = 40) reported that teachers do the planning
and tell students w hat to do. Tw enty-nine percent (n = 4) o f W hite students reported that
the teachers allow them to participate extensively in the planning, 50% (n = 7) reported
that teachers occasionally ask students to participate in the planning, and 21% (n = 3)
reported that teachers do the planning and tell students what to do.
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The second question (Q uestion 18) concerned student feelings about the enforcem ent
o f m les and regulations at th eir school. Thirty-two percent (n = 26) o f A frican-A m erican
students reported that the enforcem ent o f rules and regulations w as about right, 17%
(n = 14) reported that they w ere too w eak, 7% (n = 6) reported that they were much too
weak, 30% (n = 25) reported that they w ere too strict, and 5% (n = 4) reported that they
were m uch too strict. T hirty-six percent (n = 5) o f W hite students reported that the
enforcem ent o f rules and regulations was about right, 21% (n = 3) reported that they w ere
too weak, 14% (n = 2) reported that they w ere much too w eak, no one reported that they
were too strict, and 29% (n = 4) reported that they w ere m uch too strict.
The last question in this section concerned the students’ feelings about trying to get
ahead in school. Forty-eight percent (n = 39) o f the A frican-A m erican students reported
that som eone or som ething tries to stop them every tim e they try to get ahead, 26%
(n = 21 ) reported that they w ere not sure, and 27% (n = 22) disagreed. Forty-three
percent (n = 6) o f the W hite students reported that som eone o r som ething tries to stop
them every tim e they try to get ahead, 43% (n = 6) reported that they were not sure, and
14% (n = 2) disagreed.
Parent involvem ent/interest. Students were asked to respond to four questions
concerning the feelings o f th eir parents about the student and school. Question one asked
the frequency w ith w hich th eir parents talked to the student about their schoolwork.
Thirty-two percent (n = 26) o f the A frican-A m erican students reported that they talk to
their parents ju s t about every day, 28% (n = 23) reported that th ey talk to their parents
about once or tw ice a w eek, 15% (n = 12) reported that th ey talk to their parents about
once or tw ice a m onth, and 23% (n = 19) reported never o r hardly ever talking to their
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parents about their schoolw ork. T w enty-one percent (n = 3) o f the W hite students
reported that they talk to th e ir parents ju s t about every day, 6% (n = 5) reported that they
talk to their parents about once o r tw ice a w eek, no one reported that they talk to their
parents about once or tw ice a m onth, and 43% (n = 6) reported never o r hardly ever
talking to their parents about th eir schoolw ork.
The second question concerned the value the student’s parents p laced on what they
leam in school. Fifty-nine p ercen t (n = 48) o f the A ftican-A m erican students reported
that they think their parents valu e all o f w hat they leam in school, 16% (n = 13) reported
that they think their parents v alu e three-fourths o f w hat they leam in school, 10% (n = 8)
reported that they think their parents value o n e-h alf o f what they leam in school, 1% (n =
1) reported that they think th e ir parents value one-foiuth o f w hat they leam in school, 2%
(n = 2) reported that they think th eir parent values none o f w hat they leam , and 10% (n =
8) reported that they do not know . Seventy-one percent (n = 10) o f W hite students
reported that they think their parents value all o f w hat they leam in school, 7% (n = 1)
reported that they think their parents value % o f w hat they leam in school, 7% (n = 1)
reported that they think their parents value Vi o f w hat they leam in school, 7% (n = 1)
reported that they think their parents value % o f w hat they leam in school, no one
reported that they think their p aren t values none o f w hat they leam , and 7% (n = 1)
reported that they do not know .
The third question concerned the stu d en ts’ perceptions o f p aren ts’ feelings about how
well the student does in school. Forty-three percent (n = 35) o f A frican-A m erican
students reported that their paren ts are interested in how well they do in school, but that
they are not pressured to do w ell, 30% (n = 25) reported that their parents are concerned
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and that the student som etim es feels pressured, 16% (n = 13) reported that th eir parents
often pressure them to do w ell, 7% (n = 6) reported constant pressure from parents, and
2% (n = 2) reported that th e ir parents are not concerned w ith how well they do in school.
Fifty-seven percent (n = 8) o f W hite students reported that their parents are interested in
how well they do in school, but that they are not pressured to do w ell, 36% (n = 5)
reported that their parents are concerned and that the student som etim es feels pressured,
no one reported that their parents often pressure them to do well, 7% (n = 1) reported
constant pressure firom parents, and no one reported that their parents are not concerned
with how well they do in school.
The last question in this section concerned the p aren ts’ judgm ent o f the
appropriateness o f tim e th eir child spends on schoolw ork. Twenty-two percent (n = 18)
o f A frican-A m erican students reported that their parents think the right am ount o f tim e is
spent on schoolwork, 7% (n = 6) reported that th eir parents think too m uch tim e is spent
on schoolw ork, 40% (n = 33) reported that their parents think too little tim e is spent on
schoolw ork, and 29% (n = 24) reported not know ing w hat their parents felt. Tw enty-nine
percent (n = 4) o f W hite students reported that their parents think the right am ount o f
time is spent on schoolw ork, no one reported that their parents think too m uch tim e is
spent on schoolw ork, 7% (n = 1) reported that their parents think too little tim e is spent
on schoolwork, and 57% (n = 8) reported not know ing w hat their parents felt.
Teacher expectations. Students responded to one question concerning their feelings
as to w hat they think their te ac h e rs’ expectations are o f them. Fifty-seven percent
(n = 47) o f A ftican-A m erican students responded that they think teachers have high
expectations o f them , 33% (n = 27) reported thinking teach ers’ expectations o f them are
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different, neither h ig h nor low; 4% (n = 3) reported thinking th eir teachers have low
expectations o f them , 4% (n = 3) reported thinking their teachers have no expectations o f
them, and 2% (n = 2) student responded that they did not know. Seventy-one percent (n
= 10) o f W hite students responded that they think teachers have high expectations o f
them, 14% (n = 2) reported thinking teach ers’ expectations o f them are different, neither
high nor low; 7% (n = 1) reported thinking their teachers have low expectations o f them ,
7% (n = 1) reported thinking their teachers have no expectations o f them , and no one
responded that th e y did not know.
Student expectations. Students responded to three questions in this section. The first
concerned student expectations following high school graduation. Sixty-seven percent
(n = 55) o f the A frican-A m erican students reported that they expected to go to a college
or university, 17% (n = 14) reported they w ould get a job, 10% (n = 8) reported they
w ould go to a business or trade school, and 4% (n = 3) reported that they did not expect
to graduate from high school. Seventy-one percent (n = 10) o f the V,Tiite students
reported that they expected to go to a college o r university, 21% (n = 3) reported they
w ould get a jo b , no one reported they w ould go to a business or trade school, and 7% (n =
1) reported that they did not expect to graduate from high school.
The second question concerned student feelings as to w hether o r not school was
preparing them for the jo b world once they graduated. Eighty p ercent (n = 66) o f the
A frican-A m erican students responded that it is and 16% (n = 13) reported that it is not.
Fifty percent (n = 7) o f the W hite students responded that it is and 43% (n = 6) reported
that it is not.
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Q uestion three in this section focused on the thoughts o f the students concerning the
type o f lifestyle for w hich high school was preparing them . Forty percent (n = 33) o f the
A frican-A m erican students reported that high school w as preparing them to live an upper
incom e lifestyle, 45% (n = 37) reported that high school w as preparing them to live an
average incom e lifestyle, 6% (n = 5) reported that high school was preparing them to live
an low incom e lifestyle, and 7% (n = 6) did not know . T w enty-nine percent (n = 4) o f the
W hite students reported that high school was preparing them to live an upper-incom e
lifestyle, 21% (n = 3) reported th a t high school was prep arin g them to live an averageincome lifestyle, 29% (n = 4) reported that high school w as preparing them to live a lowincom e lifestyle, and 21% (n = 3) did no t know.
Social acceptance. Students w ere asked to respond to one question concerning their
fitting into the school environm ent. Seventy-nine percent (n = 65) o f the AfricanA m erican students reported yes and 12% (n = 10) reported no. Fifty-seven percent (n =
8) o f the W hite students reported yes and 29% (n = 4) reported no.
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Table 2
Frequency rPercentage) o f Student Responses to Each Questionnaire Item by Placement
and Gender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n_= 77)

(n = 46)

(n = 55)

a. I like it very much.

7 (27%)

14(18%)

9 (20%)

12 (22%)

b. I like it.

7 (27%)

34 (44%)

15(33%)

24 (44%)

c. I neither like nor dislike it.

4(15%)

9 (12%)

9 (20%)

4(7%)

d. Many days I would like to stay home.

6 (23%)

18(23%)

11 (24%)

13 (24%)

e. If I could, I would quit school.

2(8%J

2(3%%

2(4%%

Question'Statement

1. In general, how well do you like school?

2(4%%

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item by Placement
and Gender for School A
Gender

Placement
Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n - 46)

(n = 55)

a. Very happy-I’d like to quit.

3 (12%)

3 (4%)

4(9%%

2 (4%)

b. I would not care one way or another.

5(19%)

12(16%)

9 (20%)

6(11%)

c. I would be disappointed.

9 (35%)

11 (14%)

8(17%)

12(22%)

d. I would try hard to continue.

7 (27%)

25 (32%)

13(28%%

19 (35%)

e. I would do almost anything to stay in

2 (8%)

25 (32%)

11 (24%)

16(29%)

Question/Statement

2. If something happened and you had to
quit school now, how woulo you feel?

school.
ftable continues)
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Table 2
Frequency (P ercentage) o f Student R esponses to Each Q uestionnaire Item by Placem ent
and G ender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

a. No

13 (50%)

24 (31%)

17(37%)

19 (35%)

b. Yes, for 1 or 2 days.

6 (23%)

37 (48%)

16(35%)

26 (47%)

c. Yes, for 3 to 6 days.

6 (23%)

11 (14%)

9 (19%)

8(15%)

d. Yes, for 7 to 15 days.

1 (4%)

3 (4%)

3 (7%)

1 (2%)

-

2(3%)

1 (2%)

1 (2%)

Question/Statement

3. During the past school year (2000-2001),
have you ever stayed away from school
just because you did not want to go?

e. Yes, for 16 or more days.

(table continues)
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Table 2
Frequency rPercentage) o f S tud en t Responses to Each Q uestionnaire Item by Placem ent
and G en d er for School A
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

10 (38%)

23 (30%)

13 (28%)

19(35%)

8 (31%)

38 (49%)

24 (52%)

22 (40%)

5 (19%)

7(9%)

7(15%)

5 (9%)

3 (12%)

9 (12%)

2(4%)

9(16%)

4. During the last two or three years, how does
what you have learned in school relate to your
life outside school?
a. School is much more directly related to my life
outside school.
b. School has little relationship to my life outside
school.
c. Much of what I hear in school is opposite of
what I see and hear outside of school.
d. What I learned in school has no relationship
to my life outside school.

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item by Placement and
Gender for School A
Gender

Placement

Question/Statement

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n =46)

(n = 55)

10 (38%)

12(16%)

8(17%)

12 (22%)

8(31%)

32 (42%)

21 (46%)

19(35%)

6 (23%)

26 (34%)

14(30%)

18 (33%)

2(8%)

7 (9%)

3(7%)

6(11%)

5. Based on the important questions you have in your
personal life and what you learn in school every day, you
would say that what you learn in school answers:
a. Most of the important questions in my personal life.

b. About half of the important questions in my personal life.

c. One or two o f the important questions in my personal life.

d. None of the important questions in my personal life.

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item by Placement and
Gender for School A
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

8(31%)

8 (10%)

6(13%)

10(18%)

11 (42%)

25 (32%)

20 (43%)

14 (25%)

1 (4%)

33 (43%)

14(13%)

20 (36%)

4(15%)

10(13%)

5(11%)

9(16%)

6. Based on the important problems you see in
your community and what you leam in school
every day, you would say that:
a. What I leam in school answers most o f the
important problems in my community.
b. What I leam in school answers about half o f my
community’s important problems.
c. What I leam in school answers one or two o f my
community’s inqjortant problems.
d. What I leam in school answers none on my
community’s important problems.

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item by Placement and
Gender for School A
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

12 (46%)

16(21%)

15(33%)

11 (20%)

7 (27%)

29 (38%)

18(39%)

18(33%)

3 (12%)

26 (34%)

10(22%)

19(35%)

3 (12%)

4 (5%)

2 (4%)

7. Based on the important problems you see in the
United States and what you leam in school every
day, you would say that:
a. What I leam in school answers most o f the
important problems of the United States.
b. What I leam in school answers about half o f the
United States’ important problems.
c. What I leam in school answers one or two o f the
United States’ important problems.
d. What I leam in school answers none of the
United States’ important problems.

5 (9%)
(table continues)
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Table 2
Frequency (Tercentage) o f Student Responses to Each Questionnaire Item bv Placement and
Gender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

a. I am working above my ability.

6 (23%)

25 (32%)

12(26%)

19 (35%)

b. I am working equal to my ability.

16(62%)

34 (44%)

21 (46%)

27 (49%)

c. I am working below my ability.

3 (12%)

16(21%)

10(22%)

9(16%)

a. None at all.

8(31%)

14(18%)

14 (30%)

7(13%)

b. Less than one half hour.

10 (38%)

25 (32%)

14 (30%)

20 (36%)

c. About one hour.

4(15%)

16(21%)

6(13%)

14 (25%)

d. Between one and two hours.

2(8%)

13 (17%)

6(13%)

9(16%)

e. More than two hours.

2(8%)

7 (9%)

4 (9%)

5 (9%)

Question/Statement

8. Considering the work you do in school, how
would you say the work relates to your
ability?

9. How much time do you usually spend on
homework outside o f school each day?

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questiormaire Item bv Placement and
Gender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

a. Always

5(19%)

18(23%)

6(13%)

16(29%)

b. Usually

8(31%)

39(51%)

22 (48%)

25 (45%)

c. Sometimes

12 (46%)

18(23%)

17 (37%)

12(22%)

d. Seldom

-

2(3%)

-

2 (4%)

e. Never

-

-

-

-

Question/Statement

10. Do you have your schoolwork finished on
time?

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement and
Gender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

a. Almost all o f the schoolwork I do is valuable.

6 (23%)

22 (29%)

8(17%)

19(35%)

b. About 75% o f the schoolwork I do is valuable.

12 (46%)

26 (34%)

19(41%)

19(35%)

c. About 50% o f the schoolwork I do is valuable.

-

20 (26%)

9 (20%)

11 (20%)

d. About 25% o f the schoolwork I do is valuable.

6 (23%)

8 (10%)

8 (18%)

5 (9%)

1 (4%)

1 (1%)

1 (2%)

1 (2%)

Question/Statement

11. About what percent o f the things you do as
schoolwork are valuable?

e. None o f the schoolwork I do is valuable.

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement and
Gender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(a = 77)

(a = 46)

(a = 55)

a. Being neat and prompt in my work.

1 (4%)

10(13%)

3(7%)

7(13%)

b. Helping the teacher in the classroom.

1 (4%)

6 (8%)

5(11%)

2 (4%)

c. Getting good grades on my report card.

16(62%)

43 (56%)

20 (43%)

38 (69%)

d. Being well liked by all tlie students.

3 (12%)

13(17%)

11 (5%)

5(9%)

e. Nothing that I do in school makes me proud.

2(8%)

2(3%)

3(7%)

1(2%)

Question/Statement

12. Which things that you do in school are you
most proud of?

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement and
Gender for School A
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

13. In general, are you satisfied or dissatisfied with
the way you are treated by teachers and other
school personnel?
a. Very well satisfied.

4(15%)

21 (27%)

10 (22%)

13 (24%)

b. Satisfied.

9 (35%)

23 (30%)

15(33%)

17 (31%)

9 (35%)

27 (35%)

18 (39%)

18(33%)

d. Dissatisfied

1 (4%)

3 (4%)

1 (2%)

3(5%)

e. Very much dissatisfied

1 (4%)

3(4%)

4 (9%)

4(7% )

c. Half and half-neither neither satisfied nor
dissatisfied.

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement and
Gender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

a. I almost always please my teachers.

4(15%)

18 (23%)

8 (17%)

12 (22%)

b. 1 usually succeed in pleasing them.

6 (23%)

37 (48%)

16 (35%)

27 (49%)

c. I sometimes have trouble pleasing them.

9 (35%)

13 (17%)

16 (35%)

6(11%)

d. 1 never seem to be able please them.

2(8%)

2(3%)

2 (4%)

2(4%)

e. 1 am not interested in pleasing them.

4(15%)

6 (8%)

2 (4%)

8(15%)

6 (23%)

9(12%)

7(15%)

8 (15%)

8(31%)

33 (43%)

21 (46%)

19(35%)

11 (42%)

35 (45%)

17(37%)

28 (51%)

Question/Statement

14. How well do you think you please your
teachers?

15. In your classes the last two or three years, you
find that:
a. Teachers allow students to participate
extensively in planning what to do.
b. Teachers occasionally ask students for their
opinion when planning what to do.
c. Teachers do most of the planning and tell
students what to do.

ftable continues)

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

202

Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement and
Gender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(a = 26)

(a = 77)

(a = 46)

(a = 55)

a. Almost every day.

6 (23%)

27 (35%)

15 (33%)

17(31%)

b. About once a week.

8(31%)

29 (38%)

19(41%)

17(31%)

c. About once a semester.

5(19%)

9(12%)

5 (19%)

9(16%)

2 (8%)

3 (4%)

1 (2%)

4 (7%)

5 (19%)

7 (9%)

5 (19%)

7(13%)

Question/Statement

16. How often do teachers compliment you
concerning your schoolwork?

d. I don’t remember that a teacher has ever
complimented me for my schoolwork.
e. Teachers give grades rather than compliments.

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement and
Gender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(n - 26)

(n = 77)

(n = 46)

(n = 55)

6 (23%)

19 (25%)

13 (28%)

12(22%)

3 (12%)

16(21%)

14 (30%)

4 (7%)

inquire about how I was getting along.

2(8%)

3(4%)

1(2%)

4 (7%)

d. The principal has never spoken to me.

7 (27%)

18(23%)

8(17%)

17 (31%)

e. None of these.

8 (31%)

21 (27%)

10(22%)

18 (33%)

Question/Statement

17. When was the last time the principal spoke to
you?
a. The last time the principal spoke to me was to
compliment me for an achievement.
b. The last time the principal spoke to me was to
remind me of a school regulation.
c. The last time the principal spoke to me was to

(table continues)
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Table 2
Frequency rPercentage) o f Student Responses to Each Questionnaire Item bv Placement and
Gender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

a. About right

9 (35%)

24 (31%)

17(37%)

15 (28%)

b. Too weak

7 (27%)

11 (14%)

6(13%)

12 (22%)

c. Much too weak

4(15%)

6 (8%)

7(15%)

2 (4%)

d. Too strict

2(8%)

25 (32%)

11 (24%)

16(29%)

e. Much too strict

3 (12%)

10 (13%)

5(11%)

8(15%)

a. Agree

15(58%)

31 (40%)

19(41%)

27 (49%)

b. Not sure

9 (35%)

22 (29%)

19(41%)

10(18%)

c. Disagree

2(8%)

24 (31%)

8(17%)

18(33%)

Question/Statement

18. As the school enforces rules and regulations so
that learning and instruction can occur, you think
that the enforcement is:

19. Every time you try to get ahead, something or
someone stops you.

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

a. Just about every day.

6 (23%)

24 (31%)

12 (26%)

17(31%)

b. Once or twice a week.

9 (35%)

23 (30%)

14 (30%)

17 (31%)

c. Once or twice a month.

2(8%)

10(13%)

9 (20%)

3(5%)

d. Never, or hardly ever.

8(31%)

19 (25%)

10 (22%)

17 (31%)

Question/Statement

20. How often do you and your parents talk about
your schoolwork?

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School A
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

14 (54%)

49 (64%)

29 (63%)

33 (60%)

6 (23%)

8 (10%)

9 (20%)

5 (9%)

2(8%)

7 (9%)

3(7%)

6(11%)

1 (4%)

2(3%)

1 (2%)

1 (2%)

2(3%)

1(2%)

1 (2%)

9(12%)

2(4%)

8(15%)

21. What value do you think your parents place
on what you leam in school?
a. My parents think all o f what I leam in school
is valuable.
b. My parents think about 75% o f what I leam in
school is valuable.
c. My parents think about 50% o f what I leam in
school is valuable.
d. My parents think about 25% o f what I leam in
school is valuable.
e. My parents think none o f what I leam in
school is valuable.
f. I don’t know what my parents think about the
value of my schoolwork.

1 (4%)

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School A
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

7 (27%)

38 (49%)

19 (41%)

26 (47%)

8(31%)

24 (31%)

15(33%)

17(31%)

7 (27%)

8(10%)

8(17%)

6(11% )

3 (12%)

5(6%)

3(7%)

4 (7%)

.

2(3%)

1 (2%)

1 (2%)

22. Check the statement that comes closest to
stating how your parents feel about how well
you do in school.
a. My parents are interested in how well I do
in school, but I do not feel that they are putting
pressure on me.
b. My parents are concerned about how well I
do in school and I sometimes feel pressure to
do well.
c. My parents often pressure me to do well in
school.
d. My parents are constantly pressuring me to
do well in school.
e. My parents do not seem much concerned
about how well I do in school.

(table continues)
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Table 2
Frequency rPercentage) o f Student R esponses to Each Q uestionnaire Item bv Placement
and G ender for School A
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

5(19%)

18 (23%)

7(15%)

16 (29%)

2(8%)

5 (6%)

5(11%)

1 (2%)

10 (38%)

28 (36%)

17 (37%)

20 (36%)

8(31%)

25 (32%)

16(35%)

17(31%)

23. Check the statement that comes closest to
your parent’s judgment about the appropriateness
of the amount o f time you spend on schoolwork.
a. My parents think I spend the right amoimt o f
time on schoolwork.
b. My parents think I spend too much time on
schoolwork.
c. My parents think I spend too little time on
schoolwork.
d. 1 do not know how my parents feel about the
amount of time I spend on schoolwork.

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

12 (46%)

49 (64%)

25 (54%)

35 (64%)

of me, neither high nor low, just different.

8(31%)

23 (30%)

15(33%)

15 (27%)

c. I think my teachers have low expectations of

4(15%)

-

3(7%)

1 (2%)

2 (8%)

3 (4%)

3(7%)

2 (4%)

Question/S tatement

24. What do you think most o f your teachers’
expectations are of you?
a, I think my teachers have high expectations of
me.
b. I think my teachers have different expectations

me.
d. I think my teachers have no expectations of
me.
e. I do not know what my teachers expect of me.

2(3%)

2 (4%)
(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item by Placement
and Gender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

college, or university.

9 (35%)

61 (79%)

26 (57%)

43 (78%)

b. I expect to get a job.

11 (42%)

8 (10%)

11 (24%)

7(13%)

c. I expect to go on to a business or trade school.

4(15%)

4(5%)

7 (15%)

1(2%)

d. I do not expect to graduate from high school.

1 (4%)

3(4%)

2 (4%)

2(4%)

Question/Statement

25. What do you expect to do after graduating
from high school?
a. I expect to go on to a vocational/trade school,

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School A
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

a. Is

21 (81%)

59 (77%)

32 (70%)

46 (84%)

b. Is not

5(19%)

14(18%)

10(22%)

9(16%)

a. Upper income

7 (30%)

31 (40%)

17(37%)

20 (36%)

b. Average income

13 (50%)

32 (42%)

17 (37%)

27 (49%)

2(8%)

8 (10%)

7(15%)

3(5%)

3 (12%)

6 (8%)

5 (11%)

4(7%)

Question/Statement

26. When you think about the expectations you
have for getting a job after high school, you think
that school

doing a good job of preparing

you for that expectation.

27. When you think about the expectations you
have of your earning potential after high school,
you think that school is preparing you for a(n)
lifestyle,

c. Low income
d. You don’t know

(table continues)
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Table 2
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School A
Placem ent

G ender

Special

General

Education

Education

Male

Female

(n = 26)

(n = 77)

(n = 46)

(n = 55)

a. No

5 (19%)

11 (14%)

11 (24%)

5 (9%)

b. Yes

18(69%)

60 (78%)

27 (59%)

50 (91%)

Question/Statement

28. In general, do you feel ±at you fit in at
school?
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item by
Race/Ethnicity for School A
Race/Ethnicity
African

•Asian

American

White

American

Hispanic

(n = 82)

(n = 14)

(2 = 2)

(2=1)

a. I like it very much.

19 (23%)

2(14%)

b. I like it.

33 (40%)

5(36%0

1 (50%)

-

7 (9%)

3 (21%)

1 (50%)

1 (100%)

20 (24%)

3 (21%)

3(4%4

1(7%0

Question/Statement

1. In general, how well do you like school?

c. I neither like nor dislike it.
d. Many days I would like to stay home.

e. If I could, I would quit school.

.

-

(table continues)
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Table 3
Frequency (Percentage^ o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race/'Ethnicity
African

Asian

American

White

American

Hispanic

(n = 82)

(n = 14)

(2 = 2)

(2=1)

4(5%%

2(14%)

-

b. I would not care one way or another.

13 (16%)

1(7%%

1 (50%)

1 (100%)

c. I would be disappointed.

17(21%)

1(7%%

1 (50%)

-

d. 1 would try hard to continue.

28 (34%)

3 (21%)

-

-

19(23%)

7 (50%)

Question/Statement

2. If something happened and you had to quit
school now, how would you feel?
a. Very happy-I’d like to quit.

-

e. 1 would do almost anything to stay in school.

(table continues)
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race/Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 82)

(n = 14)

(n = 2)

(n = 1)

a. No

32 (39%)

3 (21%)

1 (50%)

b. Yes, for 1 or 2 days.

34(41%)

5 (36%)

1 (50%)

c. Yes, for 3 to 6 days.

11 (13%)

5 (36%)

-

-

d. Yes, for 7 to 15 days.

3 (4%)

1(7%)

-

-

e. Yes, for 16 or more days.

2(2% )

-

-

-

3. During the past school year (2000-2001), have
you ever stayed away from school just because
you did not want to go?

1 (100%)

(table continues)
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity For School A
Race/'Ethnicity
African

Asian

Question/Statement
American

WTute

American

Hispanic

(n = 82)

(n = 14)

(n = 2)

(n = 1)

25 (30%)

5 (36%)

1 (50%)

36 (44%)

7 (50%)

1 (50%)

10(12%)

1(7%)

11 (13%)

1 (7%)

4. During the last two or three years, how does
what you have learned in school relate to yoiu
life outside school?
a. School is much more directly related to my
life outside school.
b. School has little relationship to my life outside
school.

1 (100%)

c. Much o f what I hear in school is opposite o f
what I see and hear outside of school.
d. What I learned in school has no relationship
to my life outside school.

(table continues)
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
RaceÆthnicity
Asian

African
Question^Statement

American

White

American

Hispanic

(n = 82)

(n = 14)

(n = 2)

(D= 1)

17(21%)

4 (29%)

35 (43%)

3 (21%)

1 (50%)

24 (29%)

4 (29%)

1 (50%)

6 (7%)

3 (21%)

5. Based on the important questions you have in
your personal life and what you leam in school
every day, you would say that what you leam in
school answers:
a. Most of the important questions in my
personal life.
b. About half of the important questions in my
personal life.
c. One or two of the important questions in my
personal life.

1 (100%)

d. None of the important questions in my
personal life.

(table continues 1
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Table 3
Frequency rPercentage) o f Student Responses to Each Questionnaire Item by
Race/Ethnicity for School A
Race/Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 82)

(n = 14)

(2 = 2)

(2=1)

6. Based on the important problems you see in your
community and what you team in school every day,
you would say that:
a. What I leam in school answers most o f the
important problems in my community.

15(18%)

1 (50%)

b. What 1 leam in school answers about half o f my
community’s important problems.

24 (29%)

6 (43%)

30 (37%)

4 (29%)

10(12%)

4 (29%)

1 (50%)

1 (100%)

c. What 1 leam in school answers one or two o f my
community’s important problems.
d. What 1 leam in school answers none on my
community’s important problems.

(table continues!
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race/Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 82)

(n = 14)

(2=2)

( 2 = I)

24 (29%)

2 (14%)

30 (37%)

4 (29%)

1 (50%)

.

21 (26%)

5 (36%)

1 (50%)

1 (100%)

5 (6%)

2(14%)

.

7. Based on the important problems you see in the
United States and what you leam in school every day,
you would say that:
a. What 1 leam in school answers most o f the
inqjortant problems of the Unites States.
b. What 1 leam in school answers about half o f the
Unites States’ important problems.
c. What I leam in school answers one or two o f the
Unites States’ important problems.
d. What 1 leam in school answers none of the Unites
States’ important problems.

ftable continues)
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Table 3
Frequency (Percentage) o f Student R esponses to Each Q uestionnaire Item bv
R ace/E thnicity for School A
Race/Ethnicity
African

Asian

American

White

American

Hispanic

(n = 82)

(n= 14)

(n = 2)

(0= 1)

a. I am working above my ability.

27 (33%)

4 (29%)

-

b. I am working equal to my ability.

43 (52%)

3 (21%)

1 (50%)

1 (100%)

c. I am working below my ability.

9(11%)

7 (50%)

1 (50%)

-

a. None at all.

17(21%)

4 (29%)

1 (50%)

-

b. Less than one half hour.

27 (33%)

4 (29%)

-

1 (100%)

c. About one hour.

16(20%)

3 (21%)

-

-

d. Between one and two hours.

13 (16%)

2(14%)

-

-

e. More than two hours.

8 (10%)

Question/Statement

8. Considering the work you do in school, how
would you say the work relates to your
ability?
-

9. How much time do you usually spend on
homework outside of school each day?

(table continues)
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Table 3
Frequency (Percentage) o f Student R esponses to Each Q uestionnaire Item bv
R ace/E thnicity for School A
Race/Ethnicity
Asian

African
American

White

American

Hispanic

(n = 82)

(n = 14)

(2 = 2)

(2 = I)

a. Always

16(20%)

6 (43%)

-

b. Usually

38 (46%)

6 (43%)

2 (100%)

c. Sometimes

26 (32%)

1 (7%)

-

-

2(2%)

-

-

-

-

-

-

-

Question/Statement

10. Do you have your schoolwork finished on
time?

d. Seldom
e. Never

1 (100%)

(table continues)
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race/Ethnicity
African
Question/Statement

Asian

American

White

•American

Hispanic

(n = 82)

(n - 14)

(n = 2)

(n= 1)

22 (27%)

4 (29%)

1 (50%)

34 (41%)

3 (21%)

17(21%)

2(14%)

.

9(11%)

2(14%)

1 (50%)

11. What percent o f the things you do as
schoolwork are valuable?
a. Almost all o f the schoolwork I do is valuable.

b. About 75% o f the schoolwork 1 do is valuable.

c. About 50% o f the schoolwork 1 do is valuable.

d. About 25% o f the schoolwork 1 do is valuable.
1 (100%)

e. None of the schoolwork 1 do is valuable.
2(14%)

.

(table continues)
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race,Ethnicity
Asian

African
Question/Statement

American

White

•American

Hispanic

(n = 82)

(n = 14)

(n = 2)

(n = I)

11 (13%)

-

-

-

7(9%)

-

-

-

45 (53%)

9 (64%)

1 (50%)

12(15%)

3 (21%)

-

-

3(4%)

-

1 (50%)

-

12. Which things that you do in school are you
most proud of?
a. Being neat and prompt in my work.
b. Helping the teacher in the classroom.
c. Getting good grades on my report card.

d. Being well liked by all the students.

1 (100%)

e. Nothing I do in school makes me proud.
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race/Ethnicity
Asian

African
American

White

American

Hispanic

(n = 82)

(n = 14)

(n = 2)

(n= 1)

a. Very well satisfied.

19(23%)

4 (29%)

1 (50%)

b. Satisfied.

23 (28%)

6 (43%)

1 (50%)

32 (39%)

2 (14%)

.

1 (100%)

d. Dissatisfied

3 (4%)

1 (7%)

-

-

e. Very much dissatisfied

4(5%)

-

-

-

Question/Statement

13. In general, are you satisfied or dissatisfied
with the way you are treated by teachers and
other school personnel?

-

c. Half and half-neither neither satisfied nor
dissatisfied.

(table continues)
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Table 3
Frequency ('Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race/Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 82)

(n = 14)

(n = 2)

(n = 1)

a. I almost always please my teachers.

16(20%)

5 (36%)

b. I usually succeed in pleasing them.

34 (41%)

6 (43%)

2(100%)

c. I sometimes have trouble pleasing them.

17 (21%)

3 (21%)

-

1 (100%)

d. 1 never seem to be able please them.

4(5%)

-

-

-

e. 1 am not interested in pleasing them.

9(11%)

-

-

-

14. How well do you think you please your
teachers?
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Table 3
Frequency ('Percentage) o f Student R esponses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race/Ethnicity
Asian

African
Question/Statement

American

White

American

Hispanic

(n = 82)

(n = 14)

(2 = 2)

(2 = 1)

9(11%)

4 (29%)

1 (50%)

I (100%)

32 (39%)

7 (50%)

1 (50%)

.

40 (49%)

3 (21%)

.

.

15. In your classes the last two or three years,
you find that:

a. Teachers allow students to participate
extensively in plaiming what to do.
b. Teachers occasionally ask students for their
opinion when planning what to do.
c. Teachers do most o f the planning and tell
students what to do.

ftable continues)
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Table 3
Frequency (Percentage) o f Student R esponses to Each Questionnaire Item bv
Race/Ethnicity for School A
RaceÆthnicity
African

Asian

American

White

American

Hispanic

(n = 82)

(n = 14)

(2 = 2)

(2 = 1)

a. Almost every day.

26 (32%)

6 (43%)

b. About once a week.

29 (35%)

3(21%)

2(100%)

c. About once a semester.

10(12%)

3 (21%)

-

-

4(5%)

1 (7%)

12(15%)

-

-

-

Question/Statement

16. How often do teachers compliment you
concerning your schoolwork?

1 (100%)

d. I don’t remember that a teacher has ever
complimented me for my schoolwork.
e. Teachers give grades rather than compliments.

(table continues)
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Table 3
Frequency rPercentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race/Ethnicity
Asian

African
Question/Statement

American

White

American

Hispanic

(n = 82)

(n = 14)

(2 = 2)

(2 = 1)

19 (23%)

5 (36%)

1 (50%)

17(21%)

I (7%)

17. When was the last time the principal spoke to
you?
a. The last time the principal spoke to me was to
compliment me for an achievement.
b. The last time the principal spoke to me was to
remind me of a school regulation.
c. The last time the principal spoke to me was to
inquire about how I was getting along.

5 (6%)

d. The principal has never spoken to me.

20 (24%)

5 (36%)

-

e. None of these.

21 (26%)

3 (21%)

1 (50%)

1 (100%)

(table continues)
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race.'Ethnicity
African

Asian

American

White

American

Hispanic

(n = 82)

(n = 14)

(n = 2)

(n = I)

a. About right

26 (32%)

5 (36%)

1 (50%)

1 (100%)

b. Too weak

14(17%)

3 (21%)

-

-

6(7%)

2(14%)

1 (50%)

-

25 (30%)

-

-

-

4(5%)

4 (29%)

a. Agree

39 (48%)

6 (43%)

-

-

b. Not sure

21 (26%)

6 (43%)

2(100%)

c. Disagree

22 (27%)

2(14%)

Question/Statement

18. As the school enforces rules and regulations
so that learning and instruction can occur, you
think that the enforcement is:

c. Much too weak
d. Too strict
e. Much too strict
19. Every time you try to get ahead, something
or someone stops you.

1 (100%)

(table continues)
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race.'Ethnicity
Asian

African
American

White

American

Hispanic

(n = 82)

(n= 14)

(n = 2)

(n= 1)

a. Just about every day.

26 (32%)

3 (21%)

-

b. Once or twice a week.

23 (28%)

5(6%)

1 (50%)

c. Once or twice a month.

12(15%)

-

-

d. Never, or hardly ever.

19 (23%)

6 (43%)

1 (50%)

Question/Statement

20. How often do you and your parents talk
about your schoolwork?
-

1 (100%)
-

(table continues)
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race/Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 82)

(n = 14)

(n = 2)

(2=1)

48 (59%)

10(71%)

2 (100%)

13 (16%)

1 (7%)

8(10%)

1(7%)

1 (1%)

1(7%)

21. What value do you think your parents place
on what you leam in school?
a. My parents think all of what I leam in school
is valuable.

1 (100%)

b. My parents think about 75% of what I leam in
school is valuable.
c. My parents think about 50% of what I leam in
school is valuable.

.

d. My parents think about 25% of what I leam in
school is valuable.
e. My parents think none o f what I leam in
school is valuable.

.

2 (2%)

f. I don’t know what my parents think about the
value of my schoolwork.

8(10%)

1(7%)
(table continues)
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Table 3
Frequency rPercentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race.Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 82)

(n= 14)

(n = 2)

(n = 1)

35 (43%)

8 (57%)

25 (30%)

5 (36%)

22. Check the statement that comes closest to stating
how your parents feel about how well you do in
school.
a. My parents are interested in how well I do in
school, but I do not feel that they are putting
pressure on me.
b. My parents are concemed about how well I do in
school and I sometimes feel pressure to do well.

1
(100%)

c. My parents often pressure me to do well in
school.

13(16%)

1 (50%)

d. My parents are constantly pressuring me to do
well in school.

6 (7%)

I (7%)

1 (50%)

e. My parents do not seem much concemed about
how well I do in school.

2(2% )
(table continues)
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity For School A
Race/Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 82)

(n = 14)

(S = 2)

( 2=1)

18(22%)

4 (29%)

6(7%)

.

33 (40%)

1(7%)

24 (29%)

8 (57%)

23. Check the statement that comes closest to
your parent’s judgment about the
appropriateness o f the amount o f time you spend
on schoolwork.
a. My parents think I spend the right amount of
time on schoolwork.

1 (100%)

b. My parents think I spend too much time on
schoolwork.
c. My parents think I spend too little time on
schoolwork.

2(100%)

d. I do not know how my parents feel about the
amount o f time I spend on schoolwork.

,

(table continues)
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race.Ethnicit}'
Asian

African
Question/Statement

American

White

American

Hispanic

(n = 82)

(n = 14)

(2 = 2)

( 2 =1 )

47 (57%)

10(71%)

1 (50%)

27 (33%)

2(14%)

3 (4%)

1(7%)

me.

3(4%)

1(7%)

1 (50%)

e. I do not know what my teachers expect of me.

2(2%)

-

-

24. What do you think most of your teachers’
expectations are o f you?
a. I think my teachers have high expectations of
me.
b. I think my teachers have different
expectations of me, neither high nor low, just

1 (100%)

different.
c. I think my teachers have low expectations of
me.
d. I think my teachers have no expectations of

(table continues)
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race/Ethnicity
African

Asian

American

White

.American

Hispanic

(2 = 82)

(n = 14)

(2 = 2)

( 2 =1 )

college, or university.

55 (67%)

10(71%)

2(100%)

b. I expect to get a job.

14(17%)

3 (21%)

-

1 (100%)

school.

8 (10%)

-

-

-

d. I do not expect to graduate from high school.

3 (4%)

1 (7%)

-

-

Question/Statement

25. What do you expect to do after graduating
from high school?
a. I expect to go on to a vocational/trade school,

c. I expect to go on to a business or trade

(table continues)
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race/Ethnicirv'
African
Question/Statement

Asian

American

White

(n = 82)

( n=14)

a. Is

66 (80%)

7 (50%)

b. Is not

13(16%)

6 (43%)

American
(2 =

2)

Hispanic
( n=I )

26. When you think about the
expectations you have for getting a job
after high school, you think that school
doing a good job o f preparing
you for that expectation.
2 ( 100%)

1 ( 100%)

(table continues)
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Table 3
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School A
Race/Ethnicity
Afiican
QuestioaEtatement

Asian

American

White

.American

Hispanic

(n = 82)

(n= 14)

(n = 2)

( 2 =1 )

a. Upper income

33 (40%)

4 (29%)

b. Average income

37 (45%)

3 (21%)

1 (50%)

1 (100%)

c. Low income

5(6%)

4 (29%)

1 (50%)

-

d. You don’t know

6(7%)

3 (21%)

-

-

a. No

10(12%)

4 (29%)

1 (50%)

b. Yes

65 (79%)

8 (57%)

1 (50%)

27. When you think about the expectations you
have of your earning potential after high
school, you think that school is preparing you
for afn)

lifestyle,

28. In general, do you feel that you fit in at
school?
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School Factors Questionnaire for School B
2. W hat are the factors associated w ith alienation reported by students attending a
predom inantly W hite high school?
D ata w ere analyzed by using a cross tabulation o f the independent variables (e.g.,
gender and student placem ent) and the 28 item s on the School Factors Q uestionnaire in
order to ascertain the frequency and percentages w ith w hich students at School B (the
predom inantly W hite high school) chose a p articu lar response from a questionnaire item.
T able 4 reports data pertinent to placem ent and g en d er for School B. T he frequency and
percentage are reported for each response in each item.
Liking o f school. Students answered one question concerning w h eth er o r not they
liked their school. Ten percent (n = 4) o f special education students reported that they
like it very m uch, 36% (n = 15) reported that th ey like it, 13% (n = 6) reported that they
neither like nor dislike it, 31% (n = 13) reported that m an y days they w ould like to stay
hom e, and 10% (n = 4) reported that they w ould quit school if they could. Tw elve
percent (n = 9) o f the students in general education reported that they like it very much,
30% (n = 23) reported that they like it, 18% (n = 14) reported that they n either like nor
dislike it, 32% (n = 25) reported that m any days they w ould like to stay hom e, and 8%
(n = 6) reported that they w ould quit school if they could.
Seven percent (n = 4) o f the m ale students reported that they like school very much,
30% (n = 17) reported that they like it, 21% (n = 12) reported that they n either like nor
dislike it, 30% (n = 17) reported that m any days they w ould like to stay hom e, and 12%
(n = 7) reported that they w ould quit school if they could. Fourteen percent (n - 8) o f the
fem ale students reported that they like school very m uch, 34% (n = 20) reported that they
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like it, 14% (n = 8) reported that they n e ith e r like n o r dislike it, 34% (n = 20) reported
that m any days they w ould like to stay hom e, and 5% (n = 3) reported th at they w ould
quit school if th ey could.
D ropping out. Students w ere asked tw o questions that concerned th e ir feelings about
dropping out o f school. The first question asked students how they w ould feel i f they had
to stop school im m ediately. Tw elve p ercen t (n = 5) o f the special education students
reported that they w ould be very happy because they w ould like to quit school, 31%
(n = 13) reported that they w ould not care one w ay or the other, 13% (n = 6) reported that
they w ould be disappointed, 26% (n = 11) reported that they would try hard to continue,
and 17% (n = 7) reported that they w ould do alm ost anything to stay in school. Sixteen
percent (n = 12) o f the general education students reported that they w ould be very happy
because they w o u ld like to quit school, 26% (n = 20) reported that they w ould not care
one w ay or the other, 14% (n = 11) reported that they w ould be disappointed, 29%
(n = 22) reported that they w ould try hard to continue, and 14% (n = 11) reported that
they w ould do alm ost anything to stay in school.
N ineteen p ercent (n = 11) o f the m ale students reported that they w ould be very
happy because they w ould like to quit school, 35% (n = 20) reported that th ey w ould not
care one w ay o r the other, 14% (n = 8) reported that they w ould be disappointed, 23%
(n = 13) reported that they w ould try hard to continue, and 9% (n = 5) reported that they
w ould do alm ost anything to stay in school. Eight percent (n = 5) o f the fem ale students
reported that they w ould be very happy because they w ould like to quit school, 22%
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(n = 13) reported that they w ould not care one w ay o r the other, 15% (n = 9) reported that
they w ould be disappointed, 31% (n = 18) reported that they w ould try hard to continue,
and 22% (n = 13) reported that they w ould do alm ost anything to stay in school.
The second question asked students i f they had stayed away from school during the
2000-2001 school year just because they did not w ant to go to school. Fifty-seven
percent (n = 24) o f the special education students reported that they h ad not stayed away
from school, 21% (n = 9) reported that they had stayed away for one o r two days, 10%
(n = 4) reported th at they had stayed away for 3 to 6 days, 2% (n = 1) reported that they
had stayed away fo r 7 to 15 days, and 10% (n = 4) o f the students reported that they had
stayed aw ay from school m ore that 16 days. Forty-eight percent (n = 37) o f the general
education students reported that they had not stayed aw ay from school, 30% (n = 23)
reported that they had stayed away for one o r two days, 10% (n = 8) reported that they
had stayed away for 3 to 6 days, 9% (n = 7) reported that they had stayed aw ay for 7 to
15 days, and 3% (n = 2) o f the students reported that they had stayed aw ay from school
m ore that 16 days.
Forty-nine percent (n = 28) o f the male students reported that they had not stayed
away from school, 25% (n = 14) reported that they had stayed aw ay fo r one or two days,
14% (n = 8) reported that they had stayed aw ay for 3 to 6 days, 7% (n = 4) reported that
they had stayed aw ay for 7 to 15 days, and 5% (n = 3) o f the students reported that they
had stayed aw ay from school m ore that 16 days. Fifty-three percent (n = 31) o f the
female students reported that they had not stayed aw ay from school, 31 % (n = 18)
reported that they had stayed aw ay for one o r tw o days, 7% (n = 4) reported that they had
stayed aw ay for 3 to 6 days, 7% (n = 4) reported that they had stayed aw ay for 7 to 15
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days, and 3% (n —2) o f the students reported that they h ad stayed aw ay from school m ore
that 16 days.
R elevancy o f curriculum . Students w ere asked four q u estio n s pertaining to the
curriculum taught at their school. Three item s asked the stu d en t about the relevancy o f
the school curriculum to their personal lives, their com m unity, and the United States.
The first question asked about th e relationship betw een w h at they learned in school for
the p ast two or three years and th e ir life outside school.
S even percent (n = 3) o f the special education students reported th at school is m uch
m ore directly related to their life outside school, 48% (n - 20) reported that school has
little relationship to their life o u tsid e school, 14% (n = 6) reported that w hat they hear in
school is opposite o f what they see and hear outside o f school, and 29% (n = 12) reported
that school has no relationship to their life outside school. T w enty-tw o percent (n = 17)
o f the general education students reported that school is m u ch m ore directly related to
their life outside school, 68% (n = 52) reported that school h as little relationship to their
life outside school, 6% (n = 5) reported that w hat they h ear in school is opposite o f what
they see and hear outside o f school, and 4% (n = 3) reported that school has no
relationship to their life outside school
Eighteen percent (n = 10) o f the m ale students reported that school is much more
directly related to their life outside school, 60% (n = 34) reported that school has little
relationship to their life outside school, 7% (n = 4) reported th at w hat they hear in school
is opposite o f w hat they see and hear outside o f school, and 16% (n = 9) reported that
school has no relationship to th eir life outside school. Seventeen (n =10) percent o f the
female students reported that school is m uch more directly related to th eir life outside
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school, 63% (n = 37) reported that school has little relationship to their life outside
school, 12% (n = 7) reported th at w hat they hear in school is opposite o f w h at they see
and hear outside o f school, and 8% (n = 5) reported that sch o o l has no relationship to
their life outside school.
The second question asked students to estim ate the am o u n t o f the im portant questions
in their personal lives that are answ ered in school. S eventeen percent (n = 7) o f the
special education students reported that m ost o f the im portant questions in th e ir lives are
answered in school, 31% (n = 13) reported that about h a lf o f th eir im portant questions are
answered, 19% (n = 8) reported that one or two o f their im p o rtan t questions are
answered, and 31% (n = 13) answ ered that none o f their im p o rtan t questions are
answered in school. E ight percent (n = 6) o f the general ed u catio n students reported that
m ost o f the im portant questions in their lives are answ ered in school, 39% (n = 30)
reported that about h a lf o f their im portant questions are answ ered, 38% (n = 29) reported
that one or tw o o f their im portant questions are answ ered, an d 16% (n = 12) answ ered
that none o f their im portant questions are answered in school.
Five percent (n =3) o f the m ale students reported that m o st o f the im portant questions
in their lives are answ ered in school, 35% (n =20) reported that about h a lf o f th eir
important questions are answ ered, 35% (n =20) reported th at one o r two o f th eir
im portant questions are answ ered, and 25% (n = 14) answ ered that none o f th eir
im portant questions are answ ered in school. Seventeen p ercen t (n = 10) o f the fem ale
students reported that m ost o f the im portant questions in th e ir lives are answ ered in
school, 38% (n = 22) reported that about h a lf o f their im p o rtan t questions are answ ered,
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29% (n = 17) reported that one or two o f their im portant questions are answ ered, and
17% (n = 10) answ ered that none o f th eir im portant questions are answ ered in school.
T he third question asked students w hether o r not w hat they learned in school
answered the im portant problems they see in their com m unity. T w elve percent (n = 5) o f
the special education students reported that m ost o f the im portant problem s in their
com m unity are answ ered in school, 43% (n = 18) reported that about h a lf o f their
im portant problem s are answered, 14% (n = 6) reported that one or tw o o f their important
problem s are answ ered, and 29% (n = 12) answ ered that none o f their im portant problems
are answ ered in school. N ine percent (n = 7) o f the general education students reported
that m ost o f the im portant problems in th eir com m unity are answ ered in school, 26%
(n = 20) reported that about h alf o f their im portant problem s are answ ered, 55% (n = 42)
reported that one or tw o o f their im portant problem s are answered, and 9% (n = 7)
answered that none o f their important problem s are answered in school.
Four percent (n = 2) o f the male students reported that most o f the im portant
problem s in their com m unity are answ ered in school, 33% (n = 19) reported that about
h alf o f th eir im portant problems are answ ered, 47% (n = 27) reported that one or two o f
their im portant problem s are cinswered, and 16% (n = 9) answered that none o f their
im portant problem s are answered in school. Seventeen percent (n = 10) o f the female
students reported that m ost o f the im portant problem s in their com m unity are answered in
school, 31% (n = 18) reported that about h a lf o f their im portant problem s are answered,
36% (n = 21) reported that one or two o f their im portant problem s are answ ered, and 14%
(n = 8) answ ered that none o f their im portant problem s are answered in school.
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The fourth question asked students to indicate the frequency that w hat th ey learned in
school answered the im portant problem s o f the U nited States. Seventeen percent (n = 7)
o f the special education students reported that m ost o f the im portant problem s o f the
U nited States are answ ered in school, 36% (n = 15) reported that about h a lf o f the
im portant problem s in the problem s o f the U nited States are answered, 33% (n = 14)
reported that one or tw o o f the im portant problem s o f the U nited States are answ ered, and
14% (n = 6) answered that none o f the im portant problem s o f the United States are
answ ered in school. Fourteen percent (n = 11) o f the general education students reported
that m ost o f the im portant problem s o f the United States are answered in school, 25%
(n = 19) reported that about h a lf o f the important problem s o f the United States are
answ ered in school, 39% (n = 30) reported that one o r two o f the im portant problem s o f
the U nited States are answ ered in school, and 22% (n = 17) answered that none o f the
im portant problems o f the U nited States are answ ered in school.
Fourteen percent (n = 8) o f the m ale students reported that most o f the im portant
problem s o f the U nited States are answered in school, 19% (n = 11) reported th at about
h a lf o f the important problem s o f the United States are answ ered in school, 49% (n = 28)
reported that one or two o f the im portant problem s o f the U nited States are answ ered in
school, and 18% (n = 10) answ ered that none o f the im portant problem s o f the U nited
States are answered in school. Seventeen percent (n = 10) o f the female students reported
that m ost o f the im portant problem s o f the United States are answered in school, 36%
(n = 21) reported that about h a lf o f the im portant problem s o f the U nited States are
answ ered in school, 27% (n = 16) reported that one o r tw o o f the im portant problem s o f
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the United States are answ ered in school, and 20% (n = 12) answ ered that none o f the
im portant problem s o f th e U nited States are answ ered in school.
Perceived academ ic ability. Students w ere asked one question concerning their
perception o f the relationship betw een the w ork they do in school and to their ability.
Seventeen percent (n = 7) o f the special education students reported that they were doing
w ork that was above th eir ability in school, 62% (n = 26) reported that they were doing
w ork equal to their ability, and 21% (n = 9) reported that they w ere doing work that was
below their ability. T w elve percent (n = 9) o f the general education students reported that
they were doing w ork that w as above their ability in school, 4 3 % (n = 33) reported that
they w ere doing w ork equal to their ability, and 45% (n = 35) reported that they were
doing work that w as b elo w their ability.
N ine percent (n = 5) o f the m ale students reported that they w ere doing work that was
above their ability in school, 49% (n = 28) reported that they w ere doing work equal to
their ability, and 42% (n = 24) reported that they w ere doing w o rk that w as below their
ability. Fifteen percent (n = 9) o f the fem ale students reported th at they w ere doing work
that was above their ability in school, 51% (n = 30) reported that th ey w ere doing work
equal to their ability, and 34% (n = 20) reported that they were d o in g w ork that was
below their ability.
V alue o f schoolw ork. Students w ere asked to respond to th ree questions in this
section. The first question asked students to indicate the am ount o f tim e they spent on
hom ew ork outside o f school each day. Thirty-eight percent (n = 16) o f special education
students reported that they spend no tim e at all on hom ew ork each day, 31% (n = 13)
reported spending less than one h a lf hour on hom ew ork each day, 14% (n = 6) reported
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spending about one h o u r o n hom ew ork each day, 10% (n = 4) reported spending betw een
one and two hours on hom ew ork each day, and 7% (n = 3) reported spending m ore than
tw o hours on hom ew ork each day. Twenty-five percent (n = 19) o f general education
students reported that th ey spend no tim e at all on hom ew ork each day, 38% (n = 29)
reported spending less than one h a lf hour on hom ew ork each day, 19% (n = 15) reported
spending about one h o u r on hom ew ork each day, 12% (n = 9) reported spending betw een
one and two hours on hom ew o rk each day, and 6% (n = 5) reported spending m ore than
tw o hours on hom ew ork each day.
Forty percent (n = 23) o f m ale students reported th at they spend no tim e at all on
hom ew ork each day, 39% (n = 22) reported spending less than one h a lf hour on
hom ew ork each day, 9% (n = 5) reported spending about one hour on hom ew ork each
day, 7% (n = 4) reported spending betw een one and tw o hours on hom ew ork each day,
and 5% (n = 3) reported spending m ore than two hours on hom ew ork each day.
Seventeen percent (n = 10) o f fem ale students reported th at they spend no tim e at all on
hom ew ork each day, 34% (n = 20) reported spending less than one h a lf hour on
hom ew ork each day, 25% (n = 15) reported spending ab o u t one hour on hom ew ork each
day, 15% (n = 9) reported spending between one and tw o hours on hom ew ork each day,
and 8% (n = 5) reported spending more than two hours on hom ew ork each day.
The second question asked students if they have th e ir schoolw ork com pleted on time.
Five percent (n = 2) o f special education students reported that they always have their
schoolw ork finished on tim e, 43% (n = 18) reported that th ey usually do, 33% (n = 14)
reported that they som etim es do, 12% (n = 5) reported seldom , and 7% (n = 3) reported
never o r hardly ever having th eir schoolw ork finished on tim e. Tw enty-tw o percent
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(n = 17) o f general education students reported that they always have th eir schoolwork
finished on tim e, 48% (n = 37) reported th at they usually do, 22% (n = 17) reported that
they som etim es do, 5% (n = 4) reported that they seldom have their schoolw ork finished
on time, and 1% (n = 1) reported never having their schoolw ork finished on time.
Nine percent (n = 5) o f male students reported that they always have their schoolwork
finished on tim e, 46% (n = 26) reported that they usually do, 28% (n = 16) reported that
they som etim es do, 11% (n = 6) reported that they seldom have their schoolw ork finished
on time, and 7% (n = 4) reported never o r hardly ever have their schoolw ork finished on
time. Tw enty-tw o percent (n = 13) o f fem ale students reported that they always have
their schoolw ork finished on time, 47% (n = 28) reported that they usually do, 24%
(n = 14) reported that they sometim es do, 5% (n = 3) reported that they seldom have their
schoolw ork finished on tim e, and no one reported never having their schoolw ork finished
on time.
The third question asked students to indicate the percentage o f the schoolw ork they
feel is valuable. Fourteen percent (n = 6) o f th e special education students reported that
alm ost all o f the schoolw ork they do is valuable, 40% (n =17) reported that three-fourths
o f the schoolw ork they do is valuable, 21% (n = 9) reported that o n e-h alf o f the
schoolw ork they do is valuable, 12% (n = 5) reported that one-fourth o f the schoolwork
they do is valuable, and 10% (n = 4) reported th at none o f the schoolw ork they do is
valuable. T hirteen percent (n = 10) o f the general education students reported that almost
all o f the schoolw ork they do is valuable, 30% (n = 23) reported that three-fourths o f the
schoolw ork th e y do is valuable, 26% (n = 20) reported that one-half o f the schoolwork
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they do is valuable, 26% (n = 20) reported that one-fourth o f the schoolw ork they do is
valuable, and 4% (n = 3) reported that none o f the schoolw ork th ey do is valuable.
Fourteen percent (n = 8) o f the m ale students reported that alm o st all o f the
schoolw ork they do is valuable, 32% (n = 18) reported that % o f th e schoolw ork they do
is valuable, 30% (n = 17) reported that half o f the schoolw ork th ey do is valuable, 14%
(n = S) reported that % o f the schoolw ork they do is valuable, and 11 % (n = 6) reported
that none o f the schoolw ork they do is valuable. Tw elve percent (n = 7) o f the female
students reported that alm ost all o f the schoolwork they do is valuable, 36% (n = 21)
reported that three-fourths o f the schoolw ork they do is valuable, 2 0 % (n = 12) reported
that o n e -h a lf o f the schoolw ork th ey do is valuable, 29% (n = 17) rep o rted that one-fourth
o f the schoolw ork they do is valuable, and no one reported that none o f the schoolwork
they do is valuable.
Pride in schoolw ork. Students w ere asked to respond to one q u estio n concerning the
things o f w hich they do in school that they are m ost proud. Ten p e rc en t (n = 4) o f the
special education students reported that they were m ost proud o f b ein g neat and prom pt
in their w ork, 29% (n = 12) reported being most proud o f helping th e teacher in the
classroom , 24% (n = 10) reported being most proud o f getting good grades on their report
card, 21% (n = 9) reported being m ost proud o f being w ell liked by all the students, and
14% (n = 6) reported that nothing they do in school m akes them proud. Fourteen percent
(n = 11) o f the general education students reported that they w ere m o st p roud o f being
neat and pro m p t in th eir w ork, 8% (n = 6) reported being m ost p roud o f helping the
teacher in the classroom , 44% (n = 34) reported being m ost proud o f getting good grades

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

249

on their report card, 21% (n = 16) reported being m ost proud o f being well liked by all
the students, and 12% (n = 9) reported that nothing they do in school m akes them proud.
N ine percent (n = 5) o f the m ale students reported that they w ere m ost p roud o f being
neat and prom pt in th eir w ork, 12% (n = 7) reported being m ost proud o f help in g the
teacher in the classroom , 26% (n = 15) reported being m ost proud o f getting good grades
on th eir report card, 32% (n = 18) reported being m ost proud o f being well liked by all
the students, and 19% (n = 11) reported that nothing they do in school m akes them proud.
Seventeen percent (n = 10) o f the female students reported that they w ere m o st proud o f
being neat and prom pt in th e ir work, 19% (n = 11) reported being m ost proud o f helping
the teacher in the classroom , 44% (n = 26) reported b eing m ost proud o f getting good
grades on their report card, 12% (n = 7) reported b eing m ost proud o f being w ell liked by
all th e students, and 7% (n = 4) reported th at nothing they do in school m akes them
proud.
Student-teacher relationships. Students w ere asked to respond to four questions that
dealt w ith student-teacher relationships in th e ir school. The first question concerned the
stu d en t’s satisfaction w ith treatm ent from teachers and other school personnel. Fourteen
percent (n = 6) o f the special education students reported that they w ere very w ell
satisfied w ith the treatm ent they received, 29% (n = 12) reported being satisfied, 29%
(n = 12) reported that they w ere neither satisfied nor dissatisfied, 17% (n = 7) reported
being dissatisfied, and 10% (n = 4) reported being very m uch dissatisfied. N ineteen
percent (n = 15) o f the general education students reported that they w ere very w ell
satisfied w ith the treatm ent they received, 32% (n = 25) reported being satisfied, 34%
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(n = 26) reported th at they were neither satisfied n or dissatisfied, 6% (n = 5) reported
being dissatisfied, and 6% (n = 5) reported being very much dissatisfied.
Fourteen percent (n = 8) o f the m ale students reported that they w ere very well
satisfied with the treatm ent they received, 32% (n = 18) reported being satisfied, 35%
(n = 20) reported that they w ere neither satisfied nor dissatisfied, 12% (n =7) reported
being dissatisfied, and 5% (n = 3) reported b eing very m uch dissatisfied. Tw enty percent
(n = 12) o f the fem ale students reported that th ey w ere very w ell satisfied w ith the
treatm ent they received, 31% (n = 18) reported being satisfied, 31% (n = 18) reported that
they were neither satisfied nor dissatisfied, 8% (n = 5) reported being dissatisfied, and 8%
(n = 5) reported being very m uch dissatisfied.
Question two dealt w ith student feelings as to how well they thought that they pleased
their teachers. N ineteen percent (n = 8) o f special education students reported that they
always please their teachers, 29% (n = 12) reported that they usually succeed in pleasing
their teachers, 24% (n = 10) reported that they som etim es have trouble pleasing their
teachers, 12% (n = 5) reported that they never seem to please teachers, and 17% (n = 7)
reported that they are not interested in trying to please their teachers. N ineteen percent
(n = 15) o f general education students reported that they always please th eir teachers,
47% (n = 36) reported that they usually succeed in pleasing their teachers, 18% (n = 14)
reported that they som etim es have trouble pleasing their teachers, 8% (n = 6) reported
that they never seem to please them, and 8% (n = 6) reported that they are not interested
in trying to please th eir teachers.
Sixteen percent (n = 9) o f m ale students reported that they always please their
teachers, 39% (n = 22) reported that they usually succeed in pleasing th eir teachers, 23%
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(n = 13) reported that they som etim es have trouble pleasing th eir teachers, 11% (n = 6)
reported that th ey nev er seem to please teachers, and 12% (n = 7) reported that they are
not interested in trying to please th eir teachers. Tw enty-four percent (n = 14) o f fem ale
students reported that they always please their teachers, 42% (n = 25) reported th at they
usually succeed in pleasing their teachers, 19% (n = 11) reported that they som etim es
have trouble p leasing their teachers, 7% (n = 4) reported that they never seem to please
teachers, and 8% (n = 5) reported that they are not interested in trying to please th eir
teachers.
The third questio n (Q uestion 16) asked students to indicate the frequency w ith w hich
they receive com plim ents on their schoolw ork from their teachers. Tw enty-nine percent
(n = 12) o f special education students reported that they receive com plim ents alm ost
every day, 26% (n = 11) reported receiving com plim ents about once a week, 17% (n = 7)
reported receiving com plim ents about once a semester, 17% (n = 7) reported not
remembering ever receiving com plim ents, and 12% (n = 5) reported that teachers give
grades rather than com plim ents. Fourteen percent (n = 11) o f general education students
reported that they receive com plim ents alm ost every day, 30% (n = 23) reported
receiving com plim ents about once a w eek, 31% (n = 24) reported receiving com plim ents
about once a sem ester, 6% (n = 5) reported not rem em bering ev er receiving com plim ents,
and 18% (n = 14) reported that teachers give grades rather th an com plim ents.
Sixteen percent (n = 9) o f m ale students reported that they receive com plim ents
alm ost every day, 26% (n = 15) reported receiving com plim ents about once a w eek, 32%
(n = 18) reported receiving com plim ents about once a sem ester, 12% (n = 7) reported not
rem em bering ever receiving com plim ents, and 14% (n = 8) reported that teachers give
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grades rath er than com plim ents. Tw enty percent (n = 12) o f female students reported that
they receive com plim ents alm ost every day, 32% (n = 19) reported receiving
com plim ents about once a w eek, 22% (n = 13) reported receiving com plim ents about
once a sem ester, 7% (n = 4) reported not rem em bering ev er receiving com plim ents, and
19% (n = 11) reported that teachers give grades rath er than com plim ents.
The last question in th is section (Q uestion 17) concerned the last tim e the students
had been spoken to by the principal at their school. S eventeen percent (n = 7) o f the
special education students reported receiving a com plim ent for an achievem ent, 19%
(n = 8) reported being rem ind ed o f a school rule, 19% (n = 8) reported th e principal
inquiring about how he/she w as doing, 7% (n = 3) reported having never b een spoken to
by the principal, and 38% (n = 16) reported that none o f the responses fit. Thirty-one
percent (n = 24) o f the general education students reported receiving a com p lim en t for an
achievem ent, 18% (n = 14) reported being rem inded o f a school rule, 12% (n = 9)
reported th e principal inquiring about how he/she w as doing, 18% (n = 14) reported
having never been spoken to by the principal, and 21% (n = 16) reported th a t none o f the
responses fit.
Thirty percent (n = 17) o f the m ale students reported receiving a com plim ent for an
achievem ent, 21% (n = 12) reported being rem inded o f a sch o o l rule, 5% (n = 3) reported
the principal inquiring about how he/she was doing, 18% (n = 10) reported having never
been spoken to by the principal, and 26% (n = 15) reported that none o f th e responses fit.
T w enty-four percent (n = 14) o f the female students rep o rted receiving a com plim ent for
an achievem ent, 17% (n = 10) reported being rem inded o f a school rule, 22% (n = 13)
reported the principal inquiring about how he/she w as doing, 10% (n = 6) reported having
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never been spoken to by the principal, and 27% (n = 16) reported that none o f the
responses fit.
Pupil control orientation/student autonom y. Students w ere asked to respond to three
questions in this section. T he first (Q uestion 15) concerned participation by students
w ere allow ed to participate in the instructional planning o f the classroom . Seven percent
(n = 3) o f the special education students reported that the teachers allow them to
participate extensively in the planning, 26% (n = 11) reported that teachers occasionally
ask students to participate in the planning, and 62% (n = 26) reported that teachers do the
planning and tell students w hat to do. N ine percent (n = 7) o f the general education
students reported that the teachers allow them to participate extensively in the planning,
38% (n = 29) reported that teachers occasionally ask students to participate in the
planning, and 52% (n = 40) reported that teachers do the planning and tell students what
to do.
Five percent (n = 3) o f the m ale students reported that the teachers allow them to
participate extensively in the planning, 40% (n = 23) reported that teachers occasionally
ask students to participate in the planning, and 53% (n =30) reported that teachers do the
planning and tell students w hat to do. Tw elve percent (n = 7) o f the fem ale students
reported that the teachers allow them to participate extensively in the planning, 29%
(n = 17) reported that teachers occasionally ask students to participate in the planning,
and 58% (n = 34) reported that teachers do the plarming and tell students w hat to do.
The second question (Q uestion 18) concerned student feelings ab o u t the enforcement
o f rules and regulations at their school. Thirty-one percent (n = 13) o f the special
education students reported that the enforcem ent o f rules and regulations w as about right.
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19% (n = 8) reported that they w ere too w eak, 12% (n = 5) reported that they w ere much
too weak, 26% (n = 11 ) reported that they w ere too strict, and 10% (n = 4) reported that
they were m uch too strict. Forty-two percent (n = 32) o f the general education students
reported that the enforcem ent o f rules and regulations w as about right, 22% (n = 17)
reported that they w ere too weak, 16% (n = 12) reported that they w ere m uch too weak.
38% (n = 29) reported that they w ere too strict, and 5% (n = 4) reported that they were
m uch too strict.
Thirty-five percent (n = 20) o f the m ale students reported that the enforcem ent o f
rules and regulations was about right, 21% (n = 12) reported that they were too w eak, 7%
(n = 4) reported that they were m uch too w eak, 32% (n = 18) reported that they w ere too
strict, and 4% (n = 2) reported that they w ere m uch too strict. Forty-one percent (n = 24)
o f the female students reported that the enforcem ent o f rules and regulations was about
right, 22% (n = 13) reported that they were too weak, 14% (n = 8) reported that they were
m uch too weak, 19% (n = 11) reported that they were too strict, and 2% (n = 1) reported
that they were m uch too strict.
The last question in this section concerned the stu d en ts’ feelings about trying to get
ahead in school. Fifty-tw o percent (n = 22) o f the special education students reported that
som eone or som ething tries to stop them every time they try to get ahead, 29% (n = 12)
reported that they w ere not sure, and 19% (n = 8) disagreed. Thirty-tw o percent (n = 25)
o f the general education students reported that som eone o r som ething tries to stop them
every time they try to get ahead, 44% (n = 34) reported that they w ere not sure, and 22%
(n = 17) disagreed.
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Forty-tw o percent (n = 24) o f the m ale students reported th at som eone or som ething
tries to stop them every tim e they try to get ahead, 42% (n = 24) reported that they were
not sure, and 16% (n = 9) disagreed. Thirty-six percent (n = 21) o f the female students
reported that som eone o r som ething tries to stop them every tim e they try to get ahead,
36% (n = 21 ) reported that they w ere not sure, and 27% (n = 16) disagreed.
Parent involvem ent/interest. Students were asked to respond to four questions
concerning the feelings o f their parents concerning the student and school. The first
question asked the frequency w ith w hich their parents talked to the student about their
schoolw ork. Thirty-three percent (n = 14) o f the special education students reported that
they talk to th eir parents ju s t about every day, 29% (n = 12) reported that they talk to
their parents about once or tw ice a w eek, 14% (n = 6) reported that they talk to their
parents about once or tw ice a m onth, and 24% (n = 10) reported n ev er or hardly ever
talking to th eir parents about their schoolwork. Thirty-two percent (n = 25) o f the general
education students reported that they talk to their parents ju s t about every day, 36%
(n = 28) reported that they talk to their parents about once o r tw ice a w eek, 17% (n = 13)
reported that they talk to their parents about once or twice a m onth, and 13% (n = 10)
reported never or hardly ever talking to their parents about th eir schoolw ork.
Thirty percent (n = 17) o f the m ale students reported that they talk to their parents ju st
about every day, 32% (n = 18) reported that they talk to their parents about once or twice
a week, 18% (n = 10) reported that they talk to their parents about once or twice a month,
and 21% (n = 12) reported nev er or hardly ever talking to th eir parents about their
schoolwork. Thirty-four percent (n = 20) o f the female students reported that they talk to
their parents ju s t about every day, 36% (n = 21) reported that th ey talk to their parents
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about once or tw ice a w eek, 15% (n = 9) reported that th ey talk to their parents about
once or tw ice a m onth, and 14% (n = 8) reported n ev er o r hardly ever talking to their
parents about their schoolw ork.
The second question concerned the value the stu d en t’s parents placed on what they
learn in school. Fifty-seven percent (n = 24) o f the special education students reported
that they think their parents value all o f what they learn in school, 7% (n = 3) reported
that they think their peirents value three-fourths o f w h at they learn in school, 19% (n = 8)
reported that they think th e ir parents value one-half o f w h at they leam in school, no one
reported that they think th e ir parents value one-fourth o f w h at they leam in school, 5%
(n = 2) reported that th e y think their parent values none o f w hat they leam , and 12%
(n = 5) reported that th e y do not know. Fifty-three percent (n = 41 ) o f the general
education students reported that they think their parents v alue all o f w hat they leam in
school, 22% (n = 17) reported that they think their parents value three-fourths o f what
they leam in school, 12% (n = 9) reported that they th in k th eir parents value one-half o f
what they leam in school, 3% (n = 2) reported that they think their parents value onefourth o f w hat they leam in school, 1% (n = 1) reported that they think their parent values
none o f w hat they leam , and 8% (n = 6) reported that th ey do not know.
Forty-seven percent (n = 27) o f the male students rep o rted that they think their
parents value all o f w hat they leam in school, 14% (n = 8) reported that they think their
parents value three-fourths o f w hat they leam in school, 21% (n = 12) reported that they
think their parents value o n e -h a lf o f what they leam in school, 2% (n =1) reported that
they think their parents value one-fourth o f w hat they le am in school, 2% (n = 1) reported
that they think their p aren t values none o f w hat they leam , and 14% (n = 8) reported that
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they do not know . Sixty-one percent (n = 36) o f the female students reported that they
think their parents value all o f what they leam in school, 20% (n = 12) reported that they
think their parents value three-fourths o f w hat they leam in school, 8% (n = 5) reported
that they think th eir parents value o n e-h alf o f w hat they leam in school, 2% (n = 1)
reported that they th in k their parents value one-fourth o f w hat they leam in school, 3%
(n = 2) reported th a t they think their parent values none o f w h at they leam , and 3%
(n = 2) reported th a t they do not know.
Question three concerned the students’ perceptions o f th eir paren ts’ feelings about
how well the student does in school. Thirty-six percent (n = 15) o f the special education
students reported th a t their parents are interested in how w ell th ey do in school, but that
they are not pressured to do well, 33% (n = 14) reported that th eir parents are concem ed
and that the student som etim es feels pressured, 10% (n = 4) reported that their parents
often pressure them to do well, 10% (n = 4) reported constant pressure from parents, 10%
(n = 4) reported that their parents are not concem ed. Thirty-one percent (n = 24) o f the
general education students reported that their parents are interested in how well they do in
school but they are not pressured to do w ell, 35% (n = 27) reported that their parents are
concem ed and the student sometimes feels pressured, 13% (n = 10) reported that their
parents often pressure them to do well, 17% (n = 13) reported constant pressure from
parents, and 3% (n = 2) reported that their parents are not concem ed.
Thirty percent (n = 17) o f the m ale students reported that th e ir parents are interested
in how well they do in school, but that they are not pressured to do w ell, 37% (n = 21)
reported that tlieir parents are concem ed and that the student som etim es feels pressured,
11% (n = 6) reported that their parents often pressure them to do w ell, 18% (n = 10)
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reported constant pressure from parents, and 4% (n = 2) reported th at th e ir parents are not
concem ed. T hirty-six percent (n = 21) o f the fem ale students reported that their parents
are interested in how w ell they do in school, but that they are not pressured to do well,
34% (n = 20) reported that their parents are concem ed and that the stu d en t sometim es
feels pressured, 12% (n = 7) reported that their parents often pressure them to do well,
12% (n = 7) reported constant p ressure from parents, and 5% (n = 3) reported that their
parents are not concem ed.
The last question in this section concem ed the p aren ts’ judgm ent o f the
appropriateness o f tim e their ch ild spends on schoolw ork. Tw enty-six percent (n = 11) o f
the special education students reported that their parents think the right am ount o f time is
spent on schoolw ork, 10% (n = 4 ) reported that their parents think too m u ch tim e is spent
on schoolw ork, 36% (n = 15) reported that their parents think too little tim e is spent on
schoolwork, and 26% (n = 11) reported not know ing w hat their parents felt. Eighteen
percent (n = 14) o f the general education students reported that their parents think the
right am ount o f tim e is spent on schoolw ork, 8% (n = 6) reported that th e ir parents think
too m uch tim e is spent on schoolw ork, 55% (n = 42) reported that th eir parents think too
little tim e is spent on schoolw ork, and 18% (n = 14) reported not k now ing w hat their
parents felt.
Tw elve percent (n = 7) o f th e m ale students reported that their parents think the right
amount o f tim e is spent on schoolw ork, 9% (n = 5) reported that their p aren ts think too
much tim e is spent on schoolw ork, 56% (n = 32) reported that their parents think too little
time is spent on schoolw ork, and 21% (n = 12) reported not know ing w h at their parents
felt. T w enty-seven percent (n = 16) o f the fem ale students reported th at th e ir parents
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think th e right am ount o f tim e is spent on schoolw ork, 8% (n = 5) reported that their
parents think too m uch tim e is spent on schoolw ork, 42% (n = 25) reported that their
parents think too little tim e is spent on schoolwork, and 20% (n = 12) reported not
know ing w hat th eir parents felt.
T each er expectations. Students responded to one question co n cern in g their feelings
as to w hat they think th eir teach ers’ expectations are o f them . F o rty percent (n = 17) o f
the special education students responded that they think teachers h av e high expectations
o f them , 33% (n = 14) reported thinking teachers’ expectations o f them are different,
neither high n o r low; 7% (n = 3) reported thinking th eir teachers h ave low expectations o f
them , 5% (n = 2) reported thinking their teachers have no expectations o f them, and 12%
(n = 5) reported that they did not know . Forty percent (n = 31) o f th e general education
students responded that they think teachers have high expectations o f them , 27% (n = 21 )
reported thinking teach ers’ expectations o f them are different, n e ith e r high nor low; 4%
(n = 3) reported thinking their teachers have low expectations o f them , 8% (n = 6)
reported thinking their teachers have no expectations o f them , and 19% (n = 15)
responded that they did not know .
T hirty-tw o percent (n = 32) o f the male students responded th at th ey think teachers
have high expectations o f them , 37% (n = 21) reported thinking te ac h e rs’ expectations o f
them are different, n either high n o r low; 5% (n = 3) reported th in k in g their teachers have
low expectations o f them , 5% (n = 3) reported thinking th eir teachers have no
expectations o f them , and 18% (n = 10) responded that they did n o t know . Forty-seven
percent (n = 28) o f the fem ale students responded that they think teachers have high
expectations o f them , 24% (n = 14) reported thinking teachers’ expectations o f them are
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different, neither high n o r low; 5% (n = 3) reported thinking their teachers have low
expectations o f them , 8% (n = 5) reported thinking their teachers have no expectations o f
them, and 15% (n = 9) responded that they did not know.
Student expectations. Students responded to three questions dealing w ith
expectations in this section. The first question concem ed student expectations following
high school graduation. Sixty percent (n = 25) o f the special education students reported
that they expected to go to a college or university, 31% (n = 13) reported they would get
a job, 2% (n = 1) reported they would go to a business or trade school, and 2% (n = 1)
reported that they did not expect to graduate from high school. Seventy-seven percent
(n = 59) o f the general education students reported that they expected to go to a college or
university, 16% (n = 12) reported they w ould get a jo b , 4% (n = 3) reported they would
go to a business or trade school, and 1% (n = 1) reported that they did not expect to
graduate from high school.
Sixty-eight percent (n = 39) o f the m ale students reported that they expected to go to a
college o r university, 25% (n = 14) reported they w ould get a jo b , 4% (n = 2) reported
they w ould go to a business or trade school, and 2% (n = 1) reported that they did not
expect to graduate from high school. Seventy-one percent (n = 42) o f the fem ale students
reported that they expected to go to a college or university, 19% (n = 11) reported they
w ould get a job, 3% (n = 2) reported they w ould go to a business o r trade school, and 2%
(n = 1) reported that th ey did not expect to graduate from high school.
The second question concem ed student feelings as to w hether o r not school was
preparing them for the jo b w orld once they graduated. Sixty-seven percent (n = 28) o f
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the special education students responded that it is and 24% (n = 10) reported th at it is not.
Sixty percent (n = 46) o f the general education students responded that it is and 39%
(n = 30) reported that it is not.
Fifty-three percent (n = 30) o f the male students responded that it is and 40% (n = 23)
reported that it is not. Seventy-one percent (n = 42) o f the fem ale students responded that
it is and 27% (n = 16) reported that it is not.
Q uestion three in this section focused on the thoughts o f the students concerning type
o f lifestyle for which high school was preparing them . Tw enty-nine percent (n = 12) o f
the special education students reported that high school w as preparing them to live an
upper incom e lifestyle, 48% (n = 20) reported that high school was preparing them to live
an average income lifestyle, 7% (n = 3) reported that high school w as preparing them to
live an low income lifestyle, and 14% (n = 6) did not know. Tw enty-one percent (n = 16)
o f the general education students reported that high school w as preparing them to live an
upper incom e lifestyle, 52% (n = 40) reported that high school was preparing th em to live
an average income lifestyle, 10% (n = 8) reported that high school was preparing them to
live an low income lifestyle, and 17% (n = 13) did not know.
Eighteen percent (n = 10) o f the m ale students reported that high school w as
preparing them to live an upper incom e lifestyle, 49% (n = 28) reported that high school
w as preparing them to live an average income lifestyle, 11% (n = 6) reported that high
school w as preparing them to live an low income lifestyle, and 23% (n = 13) d id not
know . Tw enty-nine percent (n = 17) o f the female students reported that high school was
preparing them to live an upper incom e lifestyle, 54% (n = 32) reported that high school
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was preparing them to live an average incom e lifestyle, 7% (n = 4) reported that high
school w as preparing them to live an low incom e lifestyle, and 10% (n = 6) did not know.
Social acceptance. Students w ere asked to respond to o n e q uestion concerning their
fitting into the school environm ent. Sixty-tw o percent (n = 26) o f the special education
students reported that yes and 26% (n = 11) reported no. Seventy-eight percent (n = 60)
o f the general education students reported that yes and 18% (n = 14) reported no.
Sixty-eight percent (n = 39) o f the m ale students reported that yes and 23% (n = 13)
reported no. Seventy-six percent (n = 45) o f the female stu d en ts reported that yes and
20% (n = 12) reported no.
2. W hat are the factors associated w ith alienation reported b y students attending a
predom inantly W hite high school?
D ata w ere analyzed by using a cross tabulation o f the in d ep en d en t variable (e.g.,
race/ethnicity) and the 28 items on the School Factors Q uestionnaire in order to ascertain
the frequency and percentages w ith w hich students at School B (the predom inantly W hite
school) chose a particular response from a questionnaire item . T able 5 reports data
pertinent to race/ethnicity for School B. The frequency and p ercentage are reported for
each response in each item. A lthough A sian and H ispanic stu d en t responses are
represented in the table, they are not reported in the text because there w ere not enough
Asian and H ispanic students who com pleted the questiorm aire.
L iking o f school.
Students answ ered one question concerning w hether o r n o t they liked their school.
Fifteen percent (n = 4) o f the A frican-A m erican students rep o rted that they like school
very m uch, 27% (n = 7) reported that they like it, 15% (n = 4 ) reported that they neither
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like nor dislike school, 31% (n = 8) reported that m any days they w ould like to stay
hom e, and 12% (n = 3) reported that they w ould quit school if they could. N ine percent
(n = 7) o f the W hite students reported that they like school very m uch, 35% (n = 26) said
they like it, 15% (n = 11) reported that they neither like n or dislike school, 33% (n = 25)
reported that m any days they would like to stay hom e, and 8% (n = 6) reported that they
w ould quit i f they could.
D ropping out. Students were asked tw o questions that concerned their feelings about
dropping out o f school. The first question asked students how they w ould feel if they had
to stop school im m ediately. Fifteen percent (n = 4) o f the A frican-A m erican students
reported that they w ould be very happy because they w ould like to quit school, 19%
(n = 5) reported that they w ould not care one w ay or the other, 8% (n = 2) reported that
they w ould be disappointed, 31% (n = 8) reported that they w ould try hard to continue,
and 23% (n = 6) reported that they w ould do alm ost anything to stay in school. T w elve
percent (n = 9) o f the W hite students reported that they w ould be very happy because
they w ould like to quit school, 28% (n = 21) reported that they w ould not care one w ay or
the other, 19% (n = 14) reported that they w ould be disappointed, 27% (n = 20) reported
that they w ould try hard to continue, and 15% (n = 11) reported that they would do
alm ost anything to stay in school.
The second question asked students if they had stayed aw ay from school during the
2000-2001 school year ju st because they did not w ant to go to school. Seventy-three
percent (n = 19) o f the A fiican-A m erican students reported that they had not stayed aw ay
from school, 12% (n = 3) reported that they had stayed aw ay for one or two days, 4%
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(n = 1) reported that they had stayed away for 3 to 6 days, 8% (n = 2) reported that they
had stayed aw ay for 7 to 15 days, and 4% (n = 1) o f the students reported that they had
stayed aw ay from school m ore that 16 days. Forty-five percent (n = 34) o f the White
students reported that they had not stayed away from school, 9% (n = 7) reported that
they had stayed aw ay for one or two days, 7% (n = 5) reported that they had stayed away
for 3 to 6 days, 7% (n = 5) reported that they had stayed away for 7 to 15 days, and 45%
(n = 34) reported that they had stayed away from school more that 16 days.
Relevancv o f curriculum . Students were asked four questions pertaining to the
curriculum taught at their school. Three items asked the student about the relevancy o f
the school curriculum to their personal lives, th eir comm unity, and the U nited States.
The first question asked the relationship between w hat they learned in school for the past
two or three years and their life outside o f school.
Tw enty-three percent (n = 6) o f the A frica-A m erican students reported that school is
much more directly related to their life outside school, 50% (n = 13) reported that school
has little relationship to their life outside school, 8% (n = 2) reported that w hat they hear
in school is opposite o f w hat they see and hear outside o f school, and 15% (n = 4)
reported that school has no relationship to their life outside school. Seventeen percent
(n = 13) o f the W hite students reported that school is m uch more directly related to their
life outside school, 63% (n = 47) reported that school has little relationship to their life
outside school, 8% (n = 6) reported that what they hear in school is opposite o f what they
see and hear outside o f school, and 12% (n = 9) reported that school has no relationship
to their life outside school.
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T he second question asked students to estim ate the am ount o f the im portant questions
in th eir personal lives that are answ ered in school. N ineteen p ercen t (n = 5) o f the
A frican-A m erican students reported that m ost o f the im portant questions in their lives are
answ ered in school, 38% (n = 10) reported that about h a lf o f th e ir im portant questions are
answ ered, 50% (n = 13) reported that one or two o f their im portant questions are
answ ered, and 27% (n = 7) answ ered that none o f their im portant questions are answ ered
in school. E leven percent (n = 8) o f the W hite students reported th at m ost o f the
im portant questions in their lives are answ ered in school, 35% (n = 26) reported that
about h a lf o f their im portant questions are answered, 39% (n = 29) reported that one or
two o f th eir im portant questions are answ ered, and 16% (n = 12) answ ered that none o f
their im portant questions are answ ered in school.
T he third question asked students w hether o r not w hat th ey learned in school
answ ered the im portant problem s they see in their com m unity. Fifteen percent (n —4) o f
the A frican-A m erican students reported that m ost o f the im portant problem s in their
com m unity are answ ered in school, 46% (n = 12) reported th at about h a lf o f the
im portant problem s in their com m unity are answered, 15% (n = 4) reported that one or
two o f th eir im portant com m unity problem s are answered, and 23% (n = 6) answered that
none o f th eir im portant com m unity problem s are answered in school. N ine percent
(n = 7) o f the W hite students reported that m ost o f the im portant problem s in their
com m unity are answ ered in school, 27% (n = 20) reported th at about h a lf o f their
im portant com m unity problem s are answ ered, 52% (n = 39) reported that one or two o f
their im portant com m unity problem s are answered, and 9% (n = 7) answ ered that none o f
their im portant com m unity problem s are answ ered in school.
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The fourth question asked students to indicate the frequency that w hat they learned in
school answ ered the im portant problem s o f the U nited States. Tw enty-three percent
(n = 6) o f the A frican-A m erican students reported th at m ost o f the im portant problem s o f
the United States are answ ered in school, 23% (n = 6) reported that about h alf o f the
im portant problem s o f the U nited States are answ ered, 35% (n = 9) reported that one or
tw o o f the im portant problem s o f the U nited States are answ ered, and 19% (n = 5)
answered that none o f the im portant problem s o f the U nited States are answered in
school. Eleven percen t (n = 8) o f the W hite students reported that m ost o f the im portant
problem s o f the U nited States are answ ered in school, 27% (n - 20) reported that about
h a lf o f the im portant problem s o f the U nited States are answ ered in school, 44% (n = 33)
reported that one o r tw o o f the im portant problem s o f U nited States are answered in
school, and 19% (n = 14) answ ered th at none o f the im portant problem s o f United States
are answered in school.
Perceived academ ic abilitv. Students were asked one question concerning their
perception o f the relationship betw een the work they do in school and to their ability.
Fifteen percent (n = 4) o f the A frican-A m erican students reported that they were doing
w ork that was above their ability in school, 62% (n = 16) reported that they were doing
w ork equal to th eir ability, and 23% (n = 6) reported th at they w ere doing work that was
below their ability. T hirteen percent (n = 10) o f the W hite students reported that they
w ere doing w ork that w as above their ability in school, 44% (n = 33) reported that they
w ere doing w ork equal to th eir ability, and 43% (n = 32) reported that they were doing
w ork that was below their ability.
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V alue o f schoolw ork. Students w ere asked to respond to three questions in this section.
The first question asked students to indicate the am ount o f tim e th ey spent on homework
outside o f school each day. Twenty-three percent (n = 6) o f the A frican-A m erican
students reported that they spend no time at all on hom ew ork each day, 42% (n = 11)
reported spending less than one-half hour on hom ew ork each day, 2 3 % (n = 6) reported
spending about one hour on hom ew ork each day, 8% (n = 2) reported spending between
one and tw o hours on hom ew ork each day, and 4% (n = 1) reported spending more than
two hours on hom ew ork each day. Thirty-three percent (n = 25) o f th e W hite students
reported th at they spend no tim e at all on hom ew ork each day, 33% (n = 25) reported
spending less than one h a lf hou r on homework each day, 19% (n = 14) reported spending
about one hour on hom ew ork each day, 11% (n = 8) reported spending betw een one and
two hours on hom ew ork each day, and 4% (n = 3) reported spending m ore than two hours
on hom ew ork each day.
The second question asked students i f they have th eir schoolw ork com pleted on time.
Nineteen percent (n = 5) o f the African-Am erican students reported th at they always have
their schoolw ork finished on tim e, 31% (n = 8) reported that they u su ally do, 46%
(n = 12) reported that they som etim es do, no one reported seldom h av in g their
schoolw ork finished, and 4% (n = 1) reported never having their schoolw ork finished on
time. T hirteen percent (n = 10) o f the W hite students reported that th e y always have their
schoolw ork finished on tim e, 51% (n = 38) reported that they usually do, 23% (n = 17)
reported th at they som etim es do, 9% (n = 7) reported that they seldom have their
schoolw ork finished on tim e, and 3% (n = 2) reported n ever having th e ir schoolw ork
finished o n time.
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The third question asked students to indicate the percentage o f the schoolw ork they
feel is valuable. Fifteen percent (n = 4) o f the A frican-A m erican students reported that
alm ost all o f the schoolw ork they do is valuable, 46% (n = 12) reported that three-fourths
o f the schoolw ork th ey do is valuable, 19% (n = 5) reported that o n e -h a lf o f the
schoolw ork they do is valuable, 8% (n = 2) reported that one-fourth o f th e schoolw ork
they do is valuable, and 8% (n = 2) reported that none o f the schoolw ork they do is
valuable. Thirteen percent (n = 10) o f the W hite students reported that alm ost all o f the
schoolw ork they do is valuable, 28% (n = 21) reported that three-fourths o f the
schoolw ork they do is valuable, 16% (n = 12) reported that on e-h alf o f the schoolw ork
they do is valuable, 25% (n = 19) reported that one-fourth o f the schoolw ork they do is
valuable, and 4% (n = 3) reported that none o f th e schoolw ork they do is valuable.
Pride in schoolw ork. Students were asked to respond to one question concerning the
things that they do in school o f w hich they are m o st proud. N ineteen p ercen t (n = 5) o f
the A frican-A m erican students reported that they w ere m ost proud o f b ein g neat and
prom pt in their work, 19% (n = 5) reported b eing m ost proud o f helping th e teacher in the
classroom , 38% (n = 10) reported being m ost proud o f getting good grades on their report
card, 15% (n = 4) reported being m ost proud o f being w ell liked by all the students, and
8% (n = 2) reported that nothing they do in school m akes them proud. T w elve percent
(n = 9) o f the W hite students reported that they w ere m ost proud o f being neat and
prom pt in their w ork, 16% (n = 12) reported b ein g m ost p roud o f helping the teacher in
the classroom , 37% (n = 28) reported being m ost p roud o f getting good grades on their
report card, 21% (n = 16) reported being m ost p ro u d o f being well liked b y all the
students, and 11% (n = 8) reported that nothing th ey do in school m akes them proud.
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Student-teacher relationships. Students w ere asked to respond to four questions that
dealt w ith the student-teacher relationships in their school. The first question concerned
the student’s satisfaction w ith treatm en t from teachers and other school personnel. Eight
percent (n = 2) o f the A frican-A m erican students reported that th ey w ere very well
satisfied w ith the treatm ent th ey received, 35% (n = 9) reported b ein g satisfied, 38%
(n = 10) reported that they w ere neither satisfied n o r dissatisfied, 12% (n = 3) reported
being dissatisfied, and 8% (n = 2) reported being very m uch dissatisfied. Twenty-one
percent (n = 16) o f the W hite students reported that they were very w ell satisfied w ith the
treatm ent they received, 32% (n = 24) reported being satisfied, 29% (n = 22) reported that
they w ere neither satisfied n o r dissatisfied, 7% (n = 5) reported b ein g dissatisfied, and 9%
(n = 7) reported being very m uch dissatisfied.
Q uestion two dealt w ith student feelings as to how well they th ought that they pleased
their teachers. Eight percent (n = 2) o f the A frican-A m erican students reported that they
alw ays please their teachers, 38% (n = 10) reported that they u su ally succeed in pleasing
th eir teachers, 19% (n = 5) reported that they som etim es have tro u b le pleasing their
teachers, 12% (n = 3) reported th at they never seem to please them , and 23% (n = 6)
reported that they are not interested in trying to please their teachers. Tw enty-five
percent (n = 19) o f the W hite students reported that they always p lease th eir teachers,
40% (n = 30) reported that they usually succeed in pleasing their teachers, 23% (n = 17)
reported that they som etim es have trouble pleasing their teachers, 5% (n = 4) reported
that they never seem to please them , and 7% (n = 5) reported that th e y are not interested
in trying to please their teachers.
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The third question (Q uestion 16) asked students to indicate the frequency w ith which
they receive com plim ents on th e ir schoolw ork from their teachers. Forty-two percent
(n = 11) o f the A frican-A m erican students reported that th ey receive com plim ents almost
every day, 35% (n = 9) reported receiving com plim ents about once a week, 15% (n = 4)
reported receiving com plim ents about once a semester, 4% (n = 1) reported not
rem em bering ever receiving com plim ents, and 4% (n = 1) reported that teachers give
grades rather than com plim ents. Fifteen percent (n = 11) o f the W hite students reported
that they receive com plim ents alm ost every day, 28% (n = 21) reported receiving
com plim ents about once a w eek, 28% (n = 21) reported receiving com plim ents about
once a sem ester, 11% (n = 8) reported not rem em bering e v er receiving com plim ents, and
19% (n =14) reported that teachers give grades rather than com plim ents.
The last question in this section (Question 17) concerned the last tim e the students
had been spoken to by the principal at their school. N ineteen percent (n = 5) o f the
A frican-A m erican students reported receiving a com plim ent for an achievement, 15%
(n = 4) reported being rem inded o f a school nile, 35% (n = 9) reported the principal
inquiring about how he/she w as doing, 4% (n = 1) reported having never been spoken to
by the principal, and 27% (n = 7) reported that none o f the responses fit. Tw enty-nine
percent (n = 22) o f the W hite students reported receiving a com plim ent for an
achievem ent, 17% (n = 13) reported being rem inded o f a school rule, 7% (n = 5) reported
the principal inquiring about h o w he/she was doing, 17% (n = 13) reported having never
been spoken to b y the principal, and 29% (n = 22) reported that none o f the responses fit.
Pupil control orientation/student autonomv. Students w ere asked to respond to three
questions in this section. The first (Q uestion 15) concerned participation by students in
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the instructional planning o f the classroom . Tw elve p ercen t (n = 3) o f the AfricanA m erican students reported that the teachers allow them to participate extensively in the
planning, 35% (n = 9) reported that teachers occasionally ask students to participate in
the planning, and 50% (n = 13) reported that teachers do the planning and tell students
what to do. Seven percent (n = 5) o f the W hite students reported that the teachers allow
them to participate extensively in the planning, 37% (n = 28) reported that teachers
occasionally ask students to participate in the planning, and 56% (n = 42) reported that
teachers do th e planning and tell students w hat to do.
The second question (Question 18) concerned student feelings about the enforcement
o f rules and regulations at their school. Thirty-five p ercen t (n = 9) o f the AfricanAmerican students reported that the enforcem ent o f rules and regulations was about right,
15% (n = 4) reported that they w ere too w eak, 12% (n = 3) reported that they were much
too weak, 31% (n = 8) reported that they w ere too strict, and 4% (n = 1) reported that
they w ere m uch too strict. Forty-one percent (n = 31) o f the W hite students reported that
the enforcem ent o f m les and regulations w as about right, 20% (n = 15) reported that they
were too w eak, 8% (n = 6) reported that they were m uch too weak, 23% (n = 17) reported
that they w ere too strict, and 4% (n = 3) reported that th ey w ere m uch too strict.
The last question in this section concerned students’ feelings about trying to get ahead
in school. Forty-six percent (n = 12) o f the A frican-A m erican students agreed that
someone or som ething tries to stop them ev eiy tim e they try to get ahead, 31% (n = 8)
reported that th ey w ere not sure, and 23% (n = 6) disagreed. Thirty-three percent
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(n = 25) o f the W hite students agreed that som eone o r som ething tries to stop them every
time they try to get ahead, 43% (n = 32) reported that th ey w ere not sure, and 23% (n =
17) disagreed.
Parent involvem ent/interest. Students were asked to respond to four questions
concerning the feelings o f th e ir parents about the student and school. Q uestion one asked
the frequency w ith w hich th e ir parents talked to the student about th eir schoolw ork.
Thirty-eight percent (n = 10) o f the A frican-A m erican students reported that they talk to
their parents ju s t about every day, 42% (n = 11) reported that they talk to th eir parents
about once or twice a w eek, 4% (n = 1) reported that th ey talk to their parents about once
or twice a m onth, and 15% (n = 4) reported never or hard ly ever talking to th e ir parents
about their schoolw ork. Tw enty-nine percent (n = 22) o f the W hite students reported that
they talk to their parents ju s t about every day, 36% (n = 27) reported that they talk to
their parents about once or tw ice a week, 19% (n = 14) reported that they talk to their
parents about once or tw ice a m onth, and 15% (n = 11) reported never o r hardly ever
talking to their parents about their schoolwork.
The second question concerned the value the stu d en t’s parents placed on w hat they
leam in school. Fifty-four percent (n = 14) o f the A frican-A m erican students reported
that they think their parents value all o f what they leam in school, 12% (n = 3) reported
that they think their parents value three-fourths o f w hat they leam in school, 23% (n = 6)
reported that they think their parents value one-half o f w hat they leam in school, no one
reported that they think their parents value one-fourth o f w h at they leam in school, no
one reported that they think th e ir parent values none o f w h at they leam , and 12% (n = 3)
reported that they do not know . Fifty-six percent (n = 42) o f the W hite students reported
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that they think their parents value all o f w hat they leam in school, 21% (n = 16) reported
that they think their parents value three-fourths o f w hat they leam in school, 9% (n = 7)
reported that they think their parents value o n e -h a lf o f w hat they leam in school, 3%
(n = 2) reported that th ey think their parents value one-fourth o f w hat they leam in
school, 3% (n = 2) reported that they think th e ir parent values none o f w hat they leam,
and 7% (n = 5) reported that they do not know.
Q uestion three concem ed the students’ perceptions o f parents’ feelings about how
w ell the student does in school. Thirty-five percent (n = 9) o f the A fiican-A m erican
students reported that th eir parents are interested in how well they do in school, but that
they are not pressured to do well, 38% (n = 10) reported that their parents are concem ed
and that the student som etim es feels pressured, 12% (n = 3) reported that their parents
often pressure them to do w ell, 4% (n = 1) reported constant pressure from parents, and
8% (n = 2) reported that their parents are not concem ed. Thirty-six percent (n = 27) o f
the W hite students reported that their parents are interested in how w ell they do in school,
but that they are not pressured to do well, 33% (n = 25) reported that their parents are
concem ed and that the student sometimes feels pressured, 9% (n = 7) reported that their
parents often pressure them to do well, 16% (n = 12) reported constant pressure from
parents, and 4% (n = 3) reported that their parents are not concem ed.
The last question in this section concem ed the parents’ judgm ent o f the
appropriateness o f tim e their child spends on schoolw ork. Thirty-one percent (n = 8) o f
the A frican-A m erican students reported that th eir parents think the right am ount o f time
is spent on schoolw ork, 12% (n = 3) reported that their parents think too m uch tim e is
spent on schoolw ork, 23% (n = 6) reported that their parents think too little tim e is spent
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on schoolw ork, and 27% (n = 7) reported not knowing w hat th eir parents felt. Tw entyone percent (n = 16) o f the W hite students reported that their parents think the right
amount o f tim e is spent on schoolw ork, 5% (n = 4) reported that th eir parents think too
much tim e is spent on schoolw ork, 53% (n = 40) reported that th e ir parents think too little
tim e is spent on schoolw ork, and 20% (n = 15) reported not know ing w hat their parents
felt.
Teacher expectations. Students responded to one question concerning their feelings
as to w hat they think their teachers’ expectations are o f them. Forty-tw o percent (n = 11)
o f the A frican-A m erican students responded that they think teachers have high
expectations o f them , 23% (n = 6) reported thinking teachers’ expectations o f them are
different, neither high nor low; 8% (n = 2) reported thinking th eir teachers have low
expectations o f them , 12% (n = 3) reported thinking their teachers have no expectations
o f them, and 12% (n = 3) student responded that they did not know . Forty-three percent
(n = 32) o f the W hite students responded that they think teachers have high expectations
o f them, 27% (n = 20) reported thinking teachers’ expectations o f them are different,
neither high nor low ; 4% (n = 3) reported thinking their teachers h ave low expectations o f
them, 5% (n = 4) reported thinking th eir teachers have no expectations o f them, and 20%
(n = 15) responded that they did not know .
Student expectations. Students responded to three questions dealing with
expectations in this section. The first question concem ed student expectations follow ing
high school graduation. Sixty-two percent (n = 16) o f the A frican-A m erican students
reported that they expected to go to a college or university, 27% (n = 7) reported they
w ould get a jo b , 4% (n = 1) reported th ey w ould go to a business o r trade school, and no
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one reported that they did n o t expect to graduate from high school. Seventy-seven
percent (n = 58) o f the W hite students reported th at they expected to go to a college or
university, 22% (n = 12) reported they w ould get a jo b , 3% (n = 2) reported they w ould
go to a business or trade school, and 1% fn = 1) reported that they did not expect to
graduate from high school.
The second question concem ed student feelings as to w h eth er or not school v/as
preparing them for the jo b w orld once they graduated. Seventy-seven percent (n = 20) o f
the A frican-A m erican students responded that it is and 15% (n = 4) reported that it is not.
Sixty percen t (n = 45) o f the W hite students responded that it is and 39% (n = 29)
reported that it is not.
Q uestion three in this section focused on the thoughts o f the students concem ing the
type o f lifestyle for w hich high school was preparing them . Tw enty-seven percent (n = 7)
o f the A frican-A m erican students reported that high school w as preparing them to live an
upper incom e lifestyle, 50% (n = 13) reported that high school w as preparing them to live
an average incom e lifestyle, 4% (n = 1) reported th at high school was preparing them to
live an low incom e lifestyle, and 15% (n = 4) did n o t know . Tw enty-one percent (n = 16)
o f the W hite students reported that high school w as preparing them to live an upper
income lifestyle, 53% (n = 40) reported that high school w as preparing them to live an
average incom e lifestyle, 8% (n = 6) reported that h ig h school w as preparing them to live
an low incom e lifestyle, and 17% (n = 13) did not know .
Social acceptance. Students w ere asked to respond to one question. They w ere asked
if they th ought they fit in at th eir school. Sixty-nine percent (n = 18) o f African-
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A m erican students reported yes and 19% (n = 5) reported no. Eighty percent (n = 60) o f
W hite students reported yes and 17% (n = 13) reported no.
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T able 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Gender

Placement
Special

General

Education

Education

Male

Female

(n = 42)

(n = 77)

(n = 57)

(n = 59)

a. I like it very much.

4(10%)

9 (12%)

4 (7%)

8 (14%)

b. I like it.

15 (36%)

23 (30%)

17(30%)

20 (34%)

c. I neither like nor dislike it.

6(13%)

14(18%)

12(21%)

8 (14%)

d. Many days I would like to stay

13(31%)

25 (32%)

17(30%)

20 (34%)

4 (10%)

6(8%)

7 (12%)

3(5%)

Question/Statement

I. In general, how well do you like
school?

home.
e. If I could, I would quit school.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n = 77)

(n = 57)

(n = 59)

a. Very happy-I’d like to quit.

5 (12%)

12 (16%)

11 (19%)

5(8%)

b. I would not care one way or another.

13(31%)

20 (26%)

20 (35%)

13 (22%)

c. I would be disappointed.

6(13%)

11 (14%)

8 (14%)

9 (15%)

d. I would try hard to continue.

11 (26%)

22 (29%)

13 (23%)

18 (31%)

e. I would do almost anything to stay in

7(17%)

11 (14%)

5 (9%)

13 (22%)

Question/Statement

2. If something happened and you had to
quit school now, how would you feel?

school.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and G ender for School B
Placement
Special
Question/Statement

Education

Gender

General
Education

Male

Female
(n = 59)

(n = 42)

(n = 77)

(n = 57)

a. No

24 (57%)

37 (48%)

28 (49%)

31 (53%)

b. Yes, for 1 or 2 days.

9(21% )

23 (30%)

14 (25%)

18(31%)

c. Yes, for 3 to 6 days.

4 (10%)

8 (10%)

8 (14%)

4 (7%)

1 (2%)

7(9%)

4 (7%)

4 (7%)

4(10% )

2(3%)

3(5%)

2(3%)

3. During the past school year (2000-2001),
have you ever stayed away from school
just because you did not want to go?

d. Yes, for 7 to 15 days.
e. Yes, for 16 or more days.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n = 77)

(n = 57)

(n = 59)

3(7%)

17(22%)

10(18%)

10(17%)

20 (48%)

52 (68%)

34 (60%)

37 (63%)

6(14%)

5(6%)

4 (7%)

7 (12%)

12 (29%)

3(4%)

9(16%)

5(8%)

4. During the last tv/o or three years, how
does what you have learned in school
relate to your life outside school?
a. School is much more directly related to
my life outside school.
b. School has little relationship to my life
outside school.
c. Much of what I hear in school is opposite
of what I see and hear outside o f school.
d. What I learned in school has no
relationship to my life outside school.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Question's tatement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n = 77)

(n = 57)

(n = 59)

7(17%)

6 (8%)

3(5%)

10(17%)

13(31%)

30 (39%)

20 (35%)

22 (38%)

8 (19%)

29 (38%)

20 (35%)

17 (29%)

13 (31%)

12 (16%)

14 (25%)

10(17%)

5. Based on the important questions you have
in your personal life and what you leam in
school every day, you would say that what
you leam in school answers:
a. Most of the important questions in my
personal life.
b. About half o f the important questions in
my personal life.
c. One or two o f the important questions in
my personal life.
d. None of the important questions in my
personal life.

(table continues)
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Table 4

and Gender for School B
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n = 77)

(n = 57)

(n = 59)

5(12%)

7 (9%)

2 (4%)

10(17%)

18 (43%)

20 (26%)

19(33%)

18 (31%)

6(14%)

42 (55%)

27 (47%)

21 (36%)

12(29%)

7 (9%)

9(16%)

8 (14%)

6. Based on the important problems you see in
yoinr community and what you leam in school
every day, you would say that:
a. What 1 leam in school answers most of the
important problems in my community.
b. What 1 leam in school answers about half of
my community’s important problems.
c. What 1 leam in school answers one or two of
my community’s important problems.
d. What 1 leam in school answers none on my
commimity’s important problems.

ftable continues)
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Table 4
Frequency (Percentase) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Gender

Placement

Question/Statement

Special

General

Education

Education

Male

Female

(n = 42)

(n = 77)

(n = 57)

(n = 59)

7(17%)

11 (14%)

8 (14%)

10(17%)

15 (36%)

19 (25%)

11 (19%)

21 (36%)

14 (33%)

30 (39%)

28 (49%)

16(27%)

6(14%)

17 (22%)

10 (18%)

12 (20%)

7. Based on the important problems you see in
the United States and what you leam in school
every day, you would say that:
a. What I leam in school answers most of the
iîTÇortant problems of the United States.
b. What I leam in school answers about half of
the United States’ important problems.
c. What I leam in school answers one or two of
the United States’ important problems.
d. What I leam in school answers none of the
United States’ important problems.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n = 77)

(n = 57)

(n = 59)

7(17%)

9(12% )

5 (9%)

b. I am working equal to my ability.

26 (62%)

33 (43%)

28 (49%)

30(51%)

c. I am working below my ability.

9(21%)

35 (45%)

24 (42%)

20 (34%)

a. None at all.

16(38%)

19 (25%)

23 (40%)

10(17%)

b. Less than one half hour.

13 (31%)

29 (38%)

22 (39%)

20 (34%)

c. About one hour.

6(14%)

15(19%)

5 (9%)

15(25%)

d. Between one and two hours.

4(10%)

9(12% )

4(7%)

9(15%)

3(7%)

5(6%)

3(5%)

5(8%)

Question/Statement

8. Considering the work you do in school,
how would you say the work relates to
your ability?
a. I am working above my ability.

9(15%)

9. How much time do you usually spend on
homework outside of school each day?

e. More than two hours.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n =77)

(n = 57)

(n = 59)

a. Always

2(5%)

17(22%)

5(9%)

13 (22%)

b. Usually

18(43%)

37 (48%)

26 (46%)

28 (47%)

c. Sometimes

14 (33%)

17 (22%)

16(28%)

14 (24%)

d. Seldom

5(12%)

4 (5%)

6(11%)

e. Never

3(7%)

1(1%)

4 (7%)

Question/Statement

10. Do you have your schoolwork finished on
time?

3(5%)

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n = 77)

(3= 57)

(3 = 59)

6 (14%)

10(13%)

8(14%)

7(12%)

17 (40%)

23 (30%)

18(32%)

21 (36%)

9 (21%)

20 (26%)

17(30%)

12(20%)

5 (12%)

20 (26%)

8(14%)

17 (29%)

4(10%)

3 (4%)

6(11%)

11. About what percent o f the things you do as
schoolwork are valuable?
a. Almost all o f the schoolwork I do is
valuable.
b. About 75% o f the schoolwork I do is
valuable.
c. About 50% o f the schoolwork I do is
valuable.
d. About 25% of the schoolwork I do is
valuable.
e. None of the schoolwork I do is valuable.
.

(table c o n tin u es)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n=77)

(n = 57)

(n = 59)

a. Being neat and prompt in my work.

4(10%)

11 (14%)

5(9%)

10(17%)

b. Helping the teacher in the classroom.

12(29%)

6 (8%)

7(12%)

11 (19%)

c. Getting good grades on my report card.

10(24%)

34 (44%)

15 (26%)

26 (44%)

d. Being well liked by all the students.

9(21%)

16(21%)

18(32%)

7 (12%)

e. Nothing I do in school makes me proud.

6(14%)

9(12%)

11 (19%)

4 (7%)

Question/Statement

12. Which things that you do in school are you
most proud of?

(table continues)
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Table 4
Frequency (Tercentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n =77)

(n = 57)

(n = 59)

a. Very well satisfied.

6(14%)

15 (19%)

8(14%)

12 (20%)

b. Satisfied.

12 (29%)

25 (32%)

18(32%)

18 (31%)

dissatisfied.

12 (29%)

26 (34%)

20 (35%)

18(31%)

d. Dissatisfied

7(17%)

5(6%0

7(12% )

5(8%)

e. Very much dissatisfied

4(10%)

5 (6%)

3(5%ü

5(8)

Question/Statement

13. In general, are you satisfied or
dissatisfied with the way you are treated by
teachers and other school personnel?

c. Half and half-neither neither satisfied nor

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Gender

Special

General

Education

Education

Male

Female

(5 = 42)

(n = 77)

(a = 57)

(n = 59)

a. I almost always please my teachers.

8 (19%)

15 (19%)

9(16%)

14 (24%)

b. I usually succeed in pleasing them.

12 (29%)

36 (47%)

22 (39%)

25 (42%)

10(24%)

14(18%)

13 (23%)

11 (19%)

d. I never seem to be able please them.

5 (12%)

6 (8%)

6(11%)

4 (7%)

e. I am not interested in pleasing them.

7(17%)

6 (8%)

7(12%)

5 (8%)

Question/Statement

14. How well do you think you please your
teachers?

c. I sometimes have trouble pleasing them.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n = 77)

(n = 57)

(n = 59)

3(7%)

7(9%)

3(5%)

7(12%)

11 (26%)

29 (38%)

23 (40%)

17 (29%)

26 (62%)

40 (52%)

30 (53%)

34 (58%)

15. In your classes the last two or three years,
you find that;
a. Teachers allow students to participate
extensively in planning what to do.
b. Teachers occasionally ask students for
their opinion when planning what to do.
c. Teachers do most of the planning and tell
students what to do.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Gender

Special

General

Education

Education

Male

Female

(5 = 42)

(n = 77)

(n = 57)

(n = 59)

a. Almost every day.

12 (29%)

11 (14%)

9(16%)

12 (20%)

b. About once a week.

11 (26%)

23 (30%)

15(26%)

19(32%)

c. About once a semester.

7 (17%)

24 (31%)

18(32%)

13 (22%)

complimented me for my schoolwork.

7(17%)

5 (6%)

7(12%)

4 (7%)

e. Teachers give grades rather than

5 (12%)

14(18%)

8 (14%)

11 (19%)

Question/Statement

16. How often do teachers compliment you
concerning your schoolwork?

d. I don’t remember that a teacher has ever

compliments.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n = 77)

(n = 57)

(n = 59)

7(17%)

24 (31%)

17(30%)

14 (24%)

8(19%)

14(18%)

12(21%)

10(17%)

8(19%)

9 (12%)

3(5%)

13 (22%)

3 (7%)

14(18%)

10(18%)

6 (10%)

16(38%)

16(21%)

15 (26%)

16(27%)

17. When was the last time the principal
spoke to you?
a. The last time the principal spoke to me
was to compliment me for an achievement.
b. The last time the principal spoke to me
was to remind me o f a school regulation.
c. The last time the principal spoke to me
was to inquire about how I was getting along.
d. The principal has never spoken to me.

e. None of these.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(5=77)

(n = 57)

(n = 59)

a. About right

13(31%)

32 (42%)

20 (35%)

24 (41%)

b. Too weak

8 (19%)

17(22%)

12(21%)

13 (22%)

c. Much too weak

5 (12%)

12(16%)

4(7%)

8 (14%)

d. Too strict

11 (26%)

29 (38%)

18(32%)

11 (19%)

e. Much too strict

4(10%)

4 (5%)

2(4%)

a. Agree

22 (52%)

25 (32%)

24 (42%)

21 (36%)

b. Not sure

12 (29%)

34 (44%)

24 (42%)

21 (36%)

c. Disagree

8(19%)

17 (22%)

9(16%)

16(27%)

Question/Statement

18. As the school enforces rules and
regulations so that teaming and
instmction can occur, you think that the
enforcement is:

1 (2%)

19. Every time you try to get ahead,
something or someone stops you.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement
Special

General

Education

Education

(a = 42)

a. Just about every day.

Gender

Male

Female

(n = 77)

(n = 57)

(n = 59)

14 (33%)

25 (32%)

17(30%)

20 (34%)

b. Once or twice a week.

12 (29%)

28 (36%)

18(32%)

21 (36%)

c. Once or twice a month.

6(14%)

13 (17%)

10(18%)

9(15%)

d. Never, or hardly ever.

10 (24%)

10(13%)

12(21%)

8(14%)

Question/Statement

20. How often do you and your parents talk
about your schoolwork?

(table continues)
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Table 4
Frequency (Percentage) o f Student R esponses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n =77)

(n = 57)

(n = 59)

24 (57%)

41 (53%)

27 (47%)

36(61%)

3 (7%)

17(22)

8 (14%)

12 (20%)

8(19%)

9 (12%)

12 (21%)

5 (8%)

.

2(3%)

I (2%)

1 (2%)

2(5%)

I (1%)

1 (2%)

2(3%)

5 (12%)

6(8%)

8 (14%)

2(3%)

21. WTiat value do you think your parents place
on what you leam m school?
a. My parents think all o f what I leam in school
is valuable.
b. My parents think about 75% of what I leam
in school is valuable.
c. My parents think about 50% of what I leam
in school is valuable.
d. My parents think about 25% of what I leam
in school is valuable.
e. My parents think none o f what I leam in
school is valuable.
f. I don’t know what my parents think about the
value of my schoolwork.

(table continues)
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Table 4
Frequency (Tercentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n = 77)

(n = 57)

(n = 59)

15(36%)

24 (31%)

17 (30%)

21 (36%)

14 (33%)

27 (35%)

21 (37%)

20 (34%)

4 (10%)

10(13%)

6(11%)

7(12%)

4(10%)

13 (17%)

10 (18%)

7(12%)

4(10%)

2(3%)

2 (4%)

3(5%)

22. Check the statement that comes closest to
stating how your parents feel about how well
you do in school.
a. My parents are interested in how well I do in
school, but I do not feel that they are putting
pressure on me.
b. My parents are concerned about how well I
do in school and I sometimes feel pressure to do
well.
c. My parents often pressure me to do well in
school.
d. My parents are constantly pressuring me to
do well in school.
e. My parents do not seem much concerned
about how well I do in school.

ftable continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(2 = 42)

(n = 77)

(n = 57)

(n = 59)

11 (26%)

14(18%)

7(12%)

16(27%)

4(10%)

6(8%)

5 (9%)

5 (8%)

15(36%)

42 (55%)

32 (56%)

25 (42%)

11 (26%)

14(18%)

12(21%)

12(20%)

23. Check the statement that comes closest to
your parent’s judgment about the
appropriateness of the amount o f time you
spend on schoolwork.
a. My parents think I spend the right amount
of time on schoolwork.
b. My parents think I spend too much time on
schoolwork.
c. My parents think I spend too little time on
schoolwork.
d. I do not know how my parents feel about
the amount of time I spend on schoolwork.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Question/Statement

Gender

Special

General

Education

Education

Male

Female

(2 = 42)

(2 = 77)

(n = 57)

(n = 59)

17 (40%)

31 (40%)

18 (32%)

28 (47%)

14 (33%)

21 (27%)

21 (37%)

14 (24%)

3 (7%)

3(4%)

3(5%)

3(5%)

2(5%)

6 (8%)

3(5%)

5 (8%)

5(12%)

15 (19%)

10 (18%)

9(15%)

24. What do you think most o f your teachers’
expectations are of you?
a. I think my teachers have high expectations of
me.
b. I think my teachers have different
expectations of me, neither high nor low, just
different.
c. I think my teachers have low expectations of
me.
d. I think my teachers have no expectations of
me.
e. I do not know what my teachers expect of
me.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Placement

Gender

Special

General

Education

Education

Male

Female

(n = 42)

(n = 77)

(n = 57)

(n = 59)

school, college, or vmiversity.

25 (60%)

59 (77%)

39 (68&)

42 (71%)

b. I expect to get a job.

13 (31%)

12(16%)

14 (25%)

11 (19%)

1(2%)

3 (4%)

2 (4%)

2(3% )

1 (2%)

1 (1%)

1 (2%)

1 (2%)

Question/Statement

25. What do you expect to do after
graduating from high school?
a. I expect to go on to a vocational/trade

c. I expect to go on to a business or trade
school.
d. I do not expect to graduate from high
school.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Gender

Placement
Special

General

Education

Education

Male

Female

(2 = 42)

(n = 77)

(n = 57)

(n = 59)

a. Is

28 (67%)

46 (60%)

30(53%)

42(71%)

b. Is not

10 (24%)

30 (39%)

23 (40%)

16 (27%)

Question/Statement

26. When you think about the expectations
you have for getting a job after high school.
you think that school

doing a good job

of preparing you for that expectation.

(table continues)
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Table 4
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv Placement
and Gender for School B
Gender

Placement
Special

General

Education

Education

Male

Female

(2 = 42)

(2 = 77)

(n = 57)

(2 = 59)

a. Upper income

12 (29%)

16(21%)

10(18%)

17(29%)

b. Average income

20 (48%)

40 (52%)

28 (49%)

32 (54%)

3 (7%)

8 (10%)

6(11%)

4 (7%)

6(14%)

13(17%)

13 (23%)

6(10%)

a. No

11(26%)

14(18%)

13 (23%)

12 (20%)

b. Yes

26 (62%)

60 (78%)

39 (68%)

45 (76%)

Question/Statement

27. When you think about the expectations you
have of your earning potential after high
school, you think that school is preparing you
for a(n)

lifestyle,

c. Low income
d. You don’t know

28. In general, do you feel that you fit in at
school?
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
African

Asian

American

White

.American

Hispanic

(n = 26)

(n = 75)

(2 = 9 )

(2 = 2 )

a. I like it very much.

4(15%)

7 (9%)

1 (11%)

b. I like it.

7 (27%)

26 (35%)

3 (33%)

1 (50%)

c. I neither like nor dislike it.

4(15%)

11 (15%)

3 (33%)

1 (50%)

d. Many days I would like to stay home.

8(31%)

25 (33%)

2 (22%)

-

e. If I could, I would quit school.

3 (12%)

6(8% )

-

-

Question/Statement

1. In general, how well do you like school?

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(n = 2 )

a. Very happy-I’d like to quit.

4 (15%)

9(12%)

1 (11%)

1 (50%)

b. I would not care one way or another.

5(19%)

21 (28%)

3 (33%)

-

c. I would be disappointed.

2(8%)

14(19%)

-

-

d. I would try hard to continue.

8(31%)

20 (27%)

4 (44%)

1 (50%)

e. I would do almost anything to stay in school.

6 (23%)

11 (15%)

1 (11%)

-

2. If something happened and you had to quit
school now, how would you feel?

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 26)

(2 = 75)

(2 = 9 )

(2 = 2 )

a. No

19 (73%)

34 (45%)

5 (55%)

1 (50%)

b. Yes, for 1 or 2 days.

3 (12%)

7 (9%)

1 (11%)

1 (50%)

c. Yes, for 3 to 6 days.

1 (4%)

5 (7%)

2 (22%)

-

d. Yes, for 7 to 15 days.

2(8% )

5(7%)

1 (11%)

-

e. Yes, for 16 or more days.

1 (4%)

34 (45%)

3. During the past school year (2000-2001), have
you ever stayed away from school just
because you did not want to go?

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
African
Question/Statement

-Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(2 = 2 )

6 (23%)

13 (17%)

13 (50%)

47 (63%)

6 (67%)

.

2 (8%)

6 (8%)

2 (22%)

1 (50%)

4(15%)

9(12%)

1 (11%)

4. During the last two or three years, how does
what you have learned in school relate to
your life outside school?
a. School is much more directly related to my
life outside school.

1 (50%)

b. School has little relationship to my life
outside school.
c. Much of what I hear in school is opposite of
what I see and hear outside of school.
d. What I learned in school has no relationship
to my life outside school.

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
African
Question/Statement

.Asian

American

White

American

Hispanic

(n = 26)

(2 = 75)

(2 = 9 )

(2 = 2 )

5(19%)

8(11%)

10(38%)

26 (35%)

3 (33%)

1 (50%)

13 (50%)

29 (39%)

3 (33%)

1 (50%)

7 (27%)

12 (16%)

3 (33%)

5. Based on die important questions you have
in your personal life and what you leam in
school every day, you would say that what you
leam in school answers:
a. Most of the important questions in my
personal life.
b. About half of the important questions in my
personal life.
c. One or two o f the important questions in my
personal life.
d. None of the important questions in my
personal life.

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(2 = 9 )

(2 = 2 )

4(15%)

7 (9%)

1 (11%)

12 (46%)

20 (27%)

2 (22%)

4(15%)

39 (52%)

3 (33%)

1 (50%)

6 (23%)

7 (9%)

3 (33%)

1 (50%)

6. Based on the important problems you see in
your community and what you leam in school
every day, you would say that:
a. What I leam in school answers most of the
important problems in my community.
b. What I leam in school answers about half of
my community's important problems.
c. What I leam in school answers one or two of
my community's important problems.
d. What I leam in school answers none on my
community’s important problems.

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
Asian

African
Question/Statement

American

White

American

Hispanic

(n = 26)

(n = 75)

(2 = 9 )

(2 = 2 )

6 (23%)

8(11%)

6 (23%)

20 (27%)

5 (55%)

_

9 (35%)

33 (44%)

I (11%)

_

5 (19%)

14 (19%)

3 (33%)

7. Based on the important problems you see in
the United States and what you leam in school
every day, you would say that:
a. What I leam in school answers most of the
important problems of the United States.

2(100%)

b. What I leam in school answers about half of
the United States’ important problems.
c. What I leam in school answers one or two o f
the United States’ important problems.
d. What I leam in school answers none of the
United States’ important problems.

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/E thnicity'
Asian

African
Question/Statement

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(n = 2 )

a. I am working above my ability.

4 (15%)

10(13%)

1 (11%)

b. I am working equal to my ability.

16 (62%)

33 (44%)

5 (55%)

2 (100%)

c. 1 am working below my ability.

6 (23%)

32 (43%)

3 (33%)

-

a. None at all.

6 (23%)

25 (33%)

1 (11%)

b. Less than one half hour.

11 (42%)

25 (33%)

2 (22%)

-

c. About one hour.

6 (23%)

14(19%)

1 (11%)

-

d. Between one and two hours.

2(8%)

8 (11%)

2 (22%)

1 (50%)

e. More than two hours.

I (4%)

3(4% )

3 (33%)

1 (50%)

8. Considering the work you do in school, how
would you say the work relates to your ability?

9. How much time do you usually spend on
homework outside of school each day?

(table continues)
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Table 5
Frequency TPercentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race,(Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(2 = 9 )

(2 = 2 )

a. Always

5(19%)

10(13%)

3 (33%)

b. Usually

8(31%)

38 (51%)

4 (44%)

1 (50%)

c. Sometimes

12 (46%)

17 (23%)

2 (22%)

-

-

7 (9%)

-

1 (50%)

1 (4%)

2 (3%)

-

-

10. Do you have your schoolwork finished on
time?

d. Seldom
e. Never

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
African

Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(2 = 2 )

4(15%)

10(13%)

1 (11%)

12 (46%)

21 (28%)

2 (22%)

5(19%)

12(16%)

3 (33%)

valuable.

2 (8%)

19 (25%)

1 (11%)

e. None of the schoolwork I do is valuable.

2(8%)

3(4%)

2 (22%)

Question/Statement

11. Wliat percent of the things you do as
schoolwork are valuable?
a. Almost all o f the schoolwork I do is
valuable.
b. About 75% of the schoolwork I do is
valuable.

2 (100%)

c. About 50% o f the schoolwork I do is
valuable.
d. About 25% of the schoolwork I do is

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
Asian

African
American

White

American

Hispanic

(n = 26)

(2 = 75)

(2 = 9 )

(2 = 2 )

a. Being neat and prompt in my work.

5(19% )

9(12%)

b. Helping the teacher in the classroom.

5(19%)

12(16%)

-

c. Getting good grades on my report card.

10(38%)

28 (37%)

4 (44%)

-

d. Being well liked by all the students.

4(15% )

16(21%)

3 (33%)

-

e. Nothing I do in school makes me proud.

2 (8%)

8(11%)

2 (22%)

-

Question/S tatement

12. Which things that you do in school are you
most proud of?
1 (50%)
1 (50%)

(table continues)
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Table 5
Frequency TPercentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicitv for School B
Race/Ethnicity
African

Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(n = 2 )

a. Very well satisfied.

2(8%ü

16 (21%)

1 (11%)

-

b. Satisfied.

9 (35%)

24 (32%)

3 (33%)

1 (50%)

c. Half and half-neither neither satisfied nor

10(38%)

22 (29%)

3 (33%)

d. Dissatisfied

3 (12%)

5(7%)

2 (22%)

e. Very much dissatisfied.

2 (8%)

7(9%)

Question/Statement

13. In general, are you satisfied or dissatisfied
with the way you are treated by teachers and
other school personnel?

dissatisfied.
1 (50%)

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
Asian

African
Question/Statement

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(n = 2 )

a. I almost always please my teachers.

2(8%4

19(25%)

1 (11%)

b. I usually succeed in pleasing them.

10(38%)

30 (40%)

4 (44%)

1 (50%)

c. I sometimes have trouble pleasing them.

5(19%)

17(23%)

-

1 (50%)

d. I never seem to be able please them.

3 (12%)

4 (5%)

2 (22%)

-

e. I am not interested in pleasing them.

6 (23%)

5(7%,)

2 (22%)

-

14. How well do you think you please your
teachers?

(table continues)

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

315
Table 5
Frequency (Tercentage) o f Student Responses to Each Questionnaire Item by
Race/Ethnicity for School B
Race/Ethnicity
Afncan
Question/Statement

Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(n = 2 )

3 (12%)

5(7%)

1 (11%)

9 (35%)

28 (37%)

1 (11%)

1 (50%)

13 (50%)

42 (56%)

6 (67%)

1 (50%)

15. In your classes the last two or three years,
you find that:
a. Teachers allow students to participate
extensively in planning what to do.
b. Teachers occasionally ask students for their
opinion when planning what to do.
c. Teachers do most o f the planning and tell
students what to do.

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
.A.ffican

Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(n = 2 )

a. Almost every day.

11 (42%)

11 (15%)

b. About once a week.

9 (35%)

21 (28%)

3 (33%)

-

c. About once a semester.

4(15%)

21 (28%)

3 (33%)

-

1 (4%)

8(11%)

1 (11%)

1 (4%)

14(19%)

2 (22%)

Question/Statement

16. How often do teachers con^liment you
concerning your schoolwork?
1 (50%)

d. 1 don’t remember that a teacher has ever
complimented me for my schoolwork.
e. Teachers give grades rather than
contpliments.

1 (50%)
(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(n = 2 )

5(19%)

22 (29%)

3 (33%)

4(15%)

13 (17%)

9 (35%)

5(7%)

2 (22%)

1 (4%)

13 (17%)

3 (33%)

7 (27%)

22 (29%)

1 (11%)

17. When was the last time the principal spoke
to you?
a. The last time the principal spoke to me was
to compliment me for an achievement.
b. The last time the principal spoke to me was
to remind me o f a school regulation.

1 (50%)

c. The last time the principal spoke to me was
to inquire about how I was getting along.

1 (50%)

d. The principal has never spoken to me.

e. None o f these.

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
Afncan
Question/Statement

•Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(n = 2 )

a. About right

9 (35%)

31 (41%)

4 (44%)

b. Too weak

4(15% )

15 (20%)

2 (22%)

2 (100%)

c. Much too weak

3(12% )

6(8%)

1 (11%)

-

d. Too strict

8(31% )

17(23%)

2 (22%)

-

1 (4%)

3(4%)

-

-

a. Agree

12 (46%)

25 (33%)

6 (67%)

1 (50%)

b. Not sure

8(31%)

32 (43%)

2 (22%)

-

c. Disagree

6 (23%)

17 (23%)

1 (11%)

1 (50%)

18. As the school enforces rules and regulations
so that learning and instruction can occur, you
think that the enforcement is:

e. Much too strict
19. Every time you try to get ahead, something
or someone stops you.

(table continues)
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Table 5
Frequency (Tercentage) o f Student R esponses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
Afncan
Question/Statement

Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(n = 2 )

a. Just about every day.

10 (38%)

22 (29%)

1 (11%)

2(100%)

b. Once or twice a week.

11 (42%)

27 (36%)

2 (22%)

-

c. Once or twice a month.

1(4%)

14(19%)

2 (22%)

-

d. Never, or hardly ever.

4(15%)

11 (15%)

4 (44%)

-

20. How often do you and your parents talk
about your schoolwork?

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
.African
Question/Statement

Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(Q = 2 )

14 (54%)

42 (56%)

4 (44%)

2(100%)

3 (12%)

16(21%)

1 (11%)

.

6 (23%)

7(9%)

2 (22%)

21. What value do you think your parents place
on what you team in school?
a. My parents think all o f what I learn in school
is valuable.
b. My parents think about 75% of what I learn
in school is valuable.
c. My parents think about 50% of what I learn
in school is valuable.
d. My parents think about 25% of what I learn
in school is valuable.

2(3%)

e. My parents think none of what I leam in
school is valuable.

2(3%)

1 (11%)

5(7%)

1 (11%)

f. I don’t know what my parents think about the
value of my schoolwork.

3 (12%)

.

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
Asian

African
Question/Statement

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(n = 2 )

9 (35%)

27 (36%)

1 (11%)

1 (50%)

10 (38%)

25 (33%)

2 (22%)

1 (50%)

3 (12%)

7 (9%)

I (11%)

1 (4%)

12 (16%)

4 (44%)

2(8%)

3 (4%)

I (11%)

22. Check the statement that comes closest to
stating how your parents feel about how well
you do in school.
a. My parents are interested in how well I do in
school, but I do not feel that they are putting
pressure on me.
b. My parents are concerned about how well I do
in school and I sometimes feel pressure to do
well.
c. My parents often pressure me to do well in
school.
d. My parents are constantly pressuring me to do
well in school.
e. My parents do not seem much concerned
about how well I do in school.

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicity for School B
Race/Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(n = 2 )

8(31%)

16(21%)

3(12%)

4(5%)

1 (11%)

6 (23%)

40 (53%)

6 (67%)

7 (27%)

15 (20%)

2 (22%)

23. Check the statement that comes closest to
your parent’s judgment about the
appropriateness o f the amount o f time you
spend on schoolwork.
a. My parents think I spend the right amount of
time on schoolwork.

1 (50%)

b. My parents think 1 spend too much time on
schoolwork.
c. My parents think 1 spend too little time on
schoolwork.

1 (50%)

d. 1 do not know how my parents feel about the
amount of time 1 spend on schoolwork.

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicitv for School B
Race/Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(3 = 9 )

(3 = 2 )

11 (42%)

32 (43%)

3 (33%)

6 (23%)

20 (27%)

6 (67%)

2(8%)

3 (4%)

3 (12%)

4 (5%)

3 (12%)

15 (20%)

24. What do you think most o f your teachers’
expectations are of you?
a. I think my teachers have high expectations of
me.

1 (50%)

b. I think my teachers have different
expectations of me, neither high nor low, just
different.
c. I think my teachers have low expectations of
me.
d. I think my teachers have no expectations of
me.

.

e. I do not know what my teachers expect of
me.

.

1 (50%)

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
Race/Ethnicitv for School B
Race/Ethnicity
Asian

African
American

White

American

Hispanic

(n = 26)

(n = 75)

(3 = 9 )

(3 = 2 )

college, or university.

16 (62%)

58 (77%)

7 (78%)

1 (50%)

b. I expect to get a job.

7 (27%)

12 (22%)

2 (22%)

-

1 (4%)

2 (3%)

-

Question/Statement

25. What do you expect to do after graduating
from high school?
a. I expect to go on to a vocational/trade school,

c. I expect to go on to a business or trade
school.
d. I do not expect to graduate from high school.

1(1%)

1 (50%)
(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item bv
RaceÆthnicity for School B
Race/Ethnicity
Asian

African
Question/Statement

American

White

American

Hispanic

(n = 26)

(n = 75)

(3 = 9 )

(3 = 2 )

26. When you think about the expectations you
have for getting a job after high school, you
think that school

doing a good job of

preparing you for that expectation,
a. Is

20 (77%)

45 (60%)

5 (56%)

2 (100%)

b. Is not

4(15%)

29 (39%)

4 (44%)

-

27. When you think about the expectations you
have of your earning potential after high school,
you think that school is preparing you for a(n)
lifestyle,
a. Upper income

7 (27%)

16(21%)

2 (22%)

1 (50%)

b. Average income

13 (50%)

40 (53%)

3 (33%)

-

1 (4%)

6(8%)

3 (33%)

1 (50%)

4(15%)

13 (17%)

1 (11%)

-

c. Low income
d. You don’t know

(table continues)
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Table 5
Frequency (Percentage) o f Student Responses to Each Questionnaire Item by
Race/Ethnicity for School B
Race/Ethnicity
African
Question/Statement

Asian

American

White

American

Hispanic

(n = 26)

(n = 75)

(n = 9 )

(n = 2 )

a. No

5 (19%)

13 (17%)

4 (44%)

1 (50%)

b. Yes

18(69%)

60 (80%)

4 (44%)

I (50%)

28. In general, do you feel that you fit in at
school?
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Study Two
Study two involved the use o f the Student factors Questionnaire to measure the types
o f alienation (e.g., powerlessness, normlessness, social isolation/estrangement,
m eaninglessness) within the individual student. The questionnaire contained twenty-five
items that have been designed to measure the alienation o f a respondent. Although there
were 222 students completing the questionnaire, every student m ay not have responded to
every item on the questionnaire.
Student Factors Questionnaire Items
Items on the Student Factors Questionnaire were used to obtain information
concerning the dimensions o f alienation (e.g., powerlessness, normlessness, social
iso lation/estrangement, meaninglessness) for the student participants. Total alienation
was measured by obtaining the sum o f the four dimension scores. The dimension
average was then obtained by dividing the sum o f the dimension by the number o f
question/statements in the dimension.
Items on the Student Factors Questionnaire (See Appendix F) were organized into
statements. Statements PI to P5 concerned the dimension o f powerlessness. M l to M6
concerned the dimension o f meaninglessness, N I to N4 concerned the dimension o f
normlessness, and E l to ElO concerned the dimension o f social estrangement/isolation.
The possible range o f scores for each dimension varied. Table 6 presents the range o f
scores (average and total) possible for each dimension o f alienation.
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Table 6
Range o f Scores for Each Dim ension o f Alienation
A lienation

N um ber o f

R ange o f (Total)

R ange (Average)

D im ension

Q uestions/Statem ents

D im ension Scores

o f D im ension
Scores

Pow erlessness

4

4 .0 - 1 6 .0

1 .0 - 4 .0

M eaninglessness

6

6.0 - 24.0

1 .0 - 4 .0

N orm lessness

4

4 .0 - 1 6 .0

1 .0 - 4 .0

Estrangem ent

10

1 0 .0 - 4 0 .0

1 .0 - 4 .0

Student Factors Q uestionnaire
This questionnaire w as based on a four-point Likert scale. The scale had tw o ranges
o f possible responses from (1) strongly agree to (4) strongly disagree and from (1) always
to (4) never. Students responded to statem ents dealing w ith the dim ensions o f alienation
(e.g., pow erlessness, m eaninglessness, norm lessness, and estrangem ent) usin g these two
response ranges. See A ppendix F for the Student Factors Q uestionnaire.
D ata were analyzed using a m ultivariate analysis o f variance (M A N O V A ) to
ascertain if there w ere any differences in the four alienation dim ensions (e.g.,
pow erlessness, m eaninglessness, norm lessness, and estrangem ent) am ong the
independent variables (e.g., gender, student placem ent, perceived ability, race/ethnicity,
and perceived social status). T he predeterm ined level o f significance used for this study
w as .05. The four subscales o f alienation (e.g., pow erlessness, m eaninglessness.
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norm lessness, and estrangem ent) w ere used as dep en d en t variables throughout the
analyses.
D ata from the Student Factors Questionnaires w ere analyzed to answer the follow ing
questions:
1. Are there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent between gender groups (e.g., m ale vs. fem ale)?
W ith the use o f W ilk s’ criterion, the combined d ep en d en t variables (DVs) w ere
significantly affected by g en d er (m ale and female). R esu lts from the M ANOVA
indicated that there w as a statistically significant differen ce in the four alienation
dim ensions [W ilks’ L am bda = .936), F (4, 211) = 3.628, p < .05, {n~ = .06)], indicating a
w eak association betw een gen d er groups and the d ep en d en t m easures.
R esults from the four univariate ANOVAs indicated that there w ere statistically
significant gender effects on norm lessness [ F ( l , 2 1 4 ) = 11.110, p < .005, {n~ = .05)] and
m eaninglessness [F (1, 215) = 7.115, p < .0125, {n~ — .03)]. See Table 7 for a sum m ary
o f the A N O V A results.
M ean scores indicated that m ale students had h ig h er scores than female students in
both o f the significant D V dim ensions. They were: m ale m eaninglessness (M = 2.21, SD
= .51), fem ale m eaninglessness (M = 2.03, SD = .50), m ale norm lessness (M = 2.34, SD
= .45), fem ale norm lessness (M = 2.13, ^

= .47). T ab le 8 show s the mean and standard

deviation scores o f the tw o groups.
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Table 7
A N O V A Summary for Gender
D ependent
DF

SS

MS

F

E

1

.083

.083

.436

.510

W ithin G roups

215

40.891

.190

Total

216

40.974

1

1.790

1.790

7.115

.008*

W ithin G roups

215

54.086

.252

Total

216

55.876

1

2.385

2.385

11.110

.001*

W ithin G roups

214

45.941

.215

Total

215

48.326

1

.047

.047

.188

.665

W ithin G roups

215

53.668

.250

Total

216

53.715

V ariable
pow erlessness

m eaninglessness

norm lessness

estrangem ent

Source
B etw een groups

B etw een groups

B etw een groups

B etw een groups

Significance is at the p < .0125
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Table 8
M eans and Standard D eviation for G ender
G ender

M ean

Std.
D eviation

pow erlessness

m eaninglessness

norm lessness

estrangem ent

m ale

2.2466

.4263

fem ale

2.2089

.4464

total

2.2267

.4364

m ale

2.2062

.5081

fem ale

2.0272

.4971

total

2.1117

.5091

m ale

2.3399

.4506

fem ale

2.1294

.4744

total

2.2288

.4741

m ale

2.1453

.5214

fem ale

2.1144

.4814

total

2.1290

.4998
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2. Are there significant differences in pow erlessness, normlessness,
meaninglessness, and estrangement between student placement groups (e.g., special
education vs. general education)?
W ith the use o f W ilk s’ criterion, the com bined dependent variables (D V s) were
significantly affected by student placem ent groups (special education an d general
education). Results fi’om th e M ANOVA indicated that there was a statistically
significant difference in the four alienation dim ensions [W ilks’ L am bda = .840), F (4,
216) = 10.312, p < .001, («^ = .16)], indicating a w eak association b etw een student
placem ent groups and the dependent measures.
R esults from the four im ivariate ANOVAs indicated that there w ere statistically
significant student placem ent effects on norm lessness [F (1, 219) = 9.976, p < .005,

{n~ = .044)], pow erlessness [F (1, 220) = 13.356, p < .001, (n^ = .06)], and estrangem ent
[F (1, 220) = 21.270, p < .001, (n^ = .09)]. See T ab le 9 for the A N O V A sum m ary for
student placement.
M ean scores indicated th at special education students had higher scores than the
general education students in all three o f the significant D V categories, norm lessness
(M = 2.39, SD - .44 and M = 2.17, ^

= .48, respectively), estrangem ent (M = 2.36,

SD = .42 and M = 2.04, SD = .50, respectively), and pow erlessness (M = 2.40, SD = .43
andM = 2.17, SD = .43, respectively). See Table 10 for m eans and standard deviations
for student placement.
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Table 9
A N O V A Summary for Student Placement
D ependent
V ariable
pow erlessness

m eaninglessness

norm lessness

estrangem ent

DF

SS

MS

F

E

1

2.485

2.485

13.356

.000*

W ithin G roups

220

40.933

.186

Total

221

43.418

1

.153

.153

.585

.445

W ithin G roups

220

57.504

.261

Total

221

57.657

1

2.176

2.176

9.976

.002*

W ithin G roups

219

47.774

.218

Total

220

49.950

1

4.815

4.815

21.270

.000*

W ithin G roups

220

49.800

.226

Total

221

54.615

Source
B etw een groups

B etw een groups

B etw een groups

B etw een groups

Significance is at the p < .0125
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Table 10
Means and Standard Deviations for Student Placement
Student Placem ent

M ean

Std.
D eviation

pow erlessness

m eaninglessness

norm lessness

estrangement

special education

2.4007

.4271

general education

2.1697

.4342

total

2.2408

.4441

special education

2.0760

.4667

general education

2.1305

.5305

total

2.1137

.5113

special education

2.3860

.4381

general education

2.1710

.4793

total

2.2372

.4765

special education

2.3593

.4165

general education

2.0401

.5012

total

2.1383

.4982
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3. Are there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent am ong perceived a b ility groups (e.g., above average,
average, below average)?
W ith the use o f W ilk s’ criterion, the com bined dep en d en t variables (DVs) were
significantly affected by perceived ability groups (above average, average, below
average). Results from the M A N O V A indicated that th ere w as a statistically significant
difference in the fo u r alienation dim ensions [W ilks’ L am b d a = .851), F (8, 420) = 4.405,
E < .001, (rt"" = .08)], indicating a w eak association am o n g p erceiv ed ability groups and
the dependent m easures.
Results from the four univariate A N O V A s indicated th at there w ere statistically
significant perceived ability effects on pow erlessness [F (2, 214) = 7.104, p = -001,
= .07)], norm lessness [F (2, 213) = 4.665, p < 05, («^ = .04)], and estrangem ent [F (2,
214) = 10.237, p < .001, (n~ = .09)]. See Table 11 for the A N O V A sum m ary for
perceived ability.
M ean scores indicated that the students in the below average group had higher m ean
scores in two o f the three significant D V categories. B elow average students (M_= 2.41,
SD = .34) w ere m ore norm less than their peers in the average (M = 2.27, SD = .46) and
above average (M = 2.08, SD = .50) ability groups. B elow average students (M = 2.57,
SD = .48) w ere also m ore estranged than their peers in th e average (M = 2.14, SD = .48)
and above average (M = 1.98, SD = .47) ability groups. S tu d en ts in the average ability
group (M = 2.3, SD = .44) w ere experiencing more p o w erlessn ess than their peers in the
above average (M = 2.05,
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^

= .39) and below average (M = 2.27, SD = .38) groups. See Table 12 for m eans and

standard deviations.
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Table 11
AN O V A Summary for Perceived Ability
D ependent
V ariable
pow erlessness

m eaninglessness

norm lessness

estrangem ent

Source

DF

SS

MS

F

E

2

2.563

1.281

7.104

.001*

W ithin Groups

214

38.600

.180

Total

216

41.163

2

.732

.366

1.425

.243

W ithin G roups

214

55.002

.257

Total

216

55.734

2

2.034

1.017

4.665

.010*

W ithin Groups

213

46.437

.218

Total

215

48.471

2

4.699

2.349

10.237

.000*

W ithin Groups

214

49.113

.229

Total

216

53.812

B etw een groups

B etw een groups

B etw een groups

B etw een groups

Significance is at the p < .0125
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Table 12
Means and Standard Deviations for Perceived A bility
P erceived Ability

M ean

Std.
D eviation

pow erlessness

m eaninglessness

norm lessness

estrangem ent

Above average

2.0451

.3877

Average

2.2982

.4449

Below average

2.2667

.3757

total

2.2276

.4374

A bove average

2.0385

.5232

Average

2.1102

.4950

Below average

2.2759

.5494

total

2.1048

.5084

A bove average

2.0833

.5048

Average

2.2696

.4644

Below average

2.4074

.3369

total

2.2311

.4748

Above average

1.9845

.4712

Average

2.1446

.4844

Below average

2.5667

.4753

total

2.1368

.5002
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4. A re there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent betw een race/ethnicity groups (e.g., A frican
American and W hite)?
W ith the use o f W ilk s’ criterion, the com bined dependent variables (D V s) were
significantly affected b y race/ethnic groups (A frican A m erican and W hite). Results from
the M AN O VA indicated that there was a statistically significant difference in the four
alienation dim ensions [W ilks’ Lam bda = .930), F (4, 192) = 4.405, g < .05, (/i“ = .07)],
indicating a w eak association am ong race/ethnic groups and the dep en d en t measures.
Results from the four univariate A N O V A s indicated that there w ere statistically
significant race/ethnicity effects on m eaninglesness [F (1, 195) = 10.930, p = .001,

{n^ = .05)]. See T able 13 for the ANOVA sum m ary for race/ethnicity. M ean scores
indicate that W hite students are experiencing greater feelings o f m eaninglessness than
A frican-A m erican students (M =2.20, SD = .53 and M = 1.97, SD = .44, respectively).
See Table 14 for m eans and standard deviations.
5. Are there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent am ong perceived social status groups (e.g., above
average, average, and below average)?
W ith the use o f W ilk s’ criterion, the com bined dependent variables (D V s) were
significantly affected by social groups (above average, average, and b elo w average).
Results from the M A N O V A indicated that there w as a statistically significant difference
in the four alienation dim ensions [W ilks’ L am bda = .726), F (8, 404) = 4.405, p < .001,
(rt^ = .15)], indicating a w eak association am ong perceived social group status and the
dependent variable.
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Table 13
A N O V A Summary for Race/Ethnicity
D ependent
DF

SS

MS

F

E

1

.141

.141

.725

J96

W ithin G roups

195

38.032

.195

Total

196

38.173

1

2.534

2.534

10.930

.001*

W ithin G roups

195

45.216

232

Total

196

47.750

1

.262

.262

1.152

.284

W ithin G roups

195

44.311

.227

Total

196

44.573

1

.246

.246

1.025

.313

W ithin G roups

195

46.872

.240

Total

196

47.119

Variable
pow erlessness

m eaninglessness

norm lessness

estrangem ent

Source
B etw een groups

B etw een groups

B etw een groups

B etw een groups

* Significance is at the p < .0125
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Table 14
Means and Standard Deviations for Race/Ethnicity
Race/Ethnicity

Std.

M ean

D eviation
pow erlessness

m eaninglessness

norm lessness

estrangem ent

A frican American

2.1907

.4337

W hite

2.2446

.4511

total

2.2151

.4413

A frican American

1.9728

.4387

W hite

2.2007

.5290

total

2.0758

.4936

A frican American

2.1852

.4222

W hite

2.2584

.5355

total

2.2183

.4769

A frican American

2.1294

.5018

W hite

2.0583

.4759

total

2.0973

.4903
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Results from the four univariate A N O V A s indicated that there w ere statistically
significant perceived social status effects on m eaninglessness [F (2, 206) = 6.735,
E < .005, (n^ = .06)], pow erlessness [F (2, 206) = 7.098, p = .001, («" = .06)], and
estrangem ent [F (2, 206) = 32.209, p < .001, {n~ = .25)]. See T able 15 for the AN O V A
sum m ary for perceived social status.
M ean scores indicate that students w ho reported them selves as having below average
social status had higher mean scores in all three o f the significant D V categories.
Students in the below average group felt m ore pow erless (M = 2.51, SD = .44) than their
peers in the average (M = 2.27, SD = .41) and above average (M = 2.12, SD = .44)
groups, experienced m ore m eaninglessness than their peers in the average and above
average groups (M = 2.51, SD - .46, M - 2.09, SD = .48, and M = 2.05, ^

= .52,

respectively). The also were m ore estranged than their peers in the average and above
average groups (M = 2.73, SD = .49, M = 2.24, SD = .42, and M = 1.89, SD = .45,
respectively). See table 16 for m eans and standard deviations for p erceived social status.
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Table 15
A NOVA Summary for Perceived Social Status
D ependent
Source

Variable
pow erlessness

m eaninglessness

norm lessness

estrangem ent

DF

SS

MS

F

E

2

2.556

1.278

7.098

.001*

W ithin G roups

206

37.082

.180

Total

208

39.638

2

3.304

1.652

6.735

.001*

W ithin G roups

206

50.523

.245

Total

208

53.827

2

1.064

.532

2.417

.092

W ithin G roups

205

45.132

.220

Total

207

46.196

2

12.359

6.179

32.209

.000*

W ithin G roups

206

39.521

.192

Total

208

51.879

B etw een groups

B etw een groups

B etw een groups

Between groups

Significance is at the p < .0125
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Table 16
Means and Standard Deviations for Perceived Social Status
Perceived Social
Status
pow erlessness

m eaninglessness

norm lessness

estrangem ent

Std.

M ean

D eviation

Above average status

2.1218

.4386

A verage status

2.2688

.4096

Below average status

2.5059

.4366

total

2.2210

.4374

Above average status

2.0470

.5194

Average status

2.0917

.4793

Below average status

2.5118

.4567

total

2.1056

.5092

Above average status

2.1474

.4946

A verage status

2.2648

.4472

Below average status

2.3676

.4430

total

2.2196

.4724

A bove average status

1.8877

.4477

A verage status

2.2410

.4155

B elow average status

2.7294

.4858

total

2.1196

.5006
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C H A P T E R FIVE

SU M M A R Y , C O N C L U SIO N S, A N D R EC O M M EN D A TIO N S
O verview
A lienation has received attention from social scientists for m ore than 40 years (Dean,
1961; N ettler, 1957; Seem an, 1959). M uch o f the research by these social scientists was
concerned w ith identifying the m ajor factors o f alienation (Dean, 1961; M ackey &
Alghren, 1977; N ettler, 1957), such as pow erlessness, norm lessness, m eaninglessness,
estrangem ent/isolation, guidelessness, conform ity, hopeful friendliness, and personal
incapacity. However, the com ponents m o st frequently associated w ith alienation are
those put forth by D ean (1961) (e.g., pow erlessness, norm lessness, and social isolation).
Until recently, m uch o f the alienation research focused on the characteristics (e.g.,
race/ethnicity, gender, econom ic status) o f the adolescent that contributed to their
disengagem ent from the educational system . C haracteristics w ere identified that placed
adolescents at a higher risk o f being alienated from school. For exam ple, being a male,
com ing from a diverse ethnic background, com ing from a low -incom e fam ily, and being
a low achiever are all student factors that have been associated w ith high levels o f
alienation. The studies indicated that alienation represents the actual condition o f life for
m any o f today’s adolescents.
M ore recently, educators investigated the relationship that exists betw een schools and
students and the im pact that school has on the alienation experienced by students

345
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(Calabrese, 1987; C alabrese, 1989; C alabrese & N oboa, 1995; C alabrese & Poe, 1990;
D avies et al„ 1999; G oodenow , 1993; M au, 1992; Shoho & K atim s, 1997; Shoho &
Petrisky, 1996). R esearch in the area o f school-related alienation factors has examined
the behaviors o f teachers, adm inistrators, and students w ithin the school to determine
w hether or not the school environm ent is a contributing factor in the am ount o f alienation
experienced by students (K unkel et al., 1973). T he idea being this research was to focus
on the factors that teachers and schools can do som ething about (e.g., changing school
rules and regulations, m onitoring student-teacher relationships, allow ing students to
participate in classroom planning), w hereas previously, the research focused on factors
that no one could do anything about (e.g., level o f parental involvem ent, race/ethnicity,
econom ic level o f students, gender). These studies indicate that student-teacher
relationships, pupil control orientation, school rules and regulations, and curriculum
relevancy contribute to the alienation students experience w hile at school. These data are
sparse, but there is grow ing evidence that the school environm ent generates high levels o f
alienation that affect, to different degrees, everyone w ithin the environm ent (Calabrese,
1987; Carley, 1994; Fetco, 1985; Shoho, 1996).
The em erging research view s alienation as being generated by society-induced
environm ental conditions and as a personal sense o f separation from oneself, society, or
som e other m eaningful com ponent o f life (e.g., school) (G oodenow , 1993; Phelan, et al.,
1990; Travis, 1995; W enz, 1979). The results o f this research often are conflicting with
regard to adolescents and alienation. Som e studies report that: (1) fem ale students are
less alienated than m ale students, (2) students from diverse ethnic and linguistic
backgrounds are m o re alienated than W hite students, and (3) the longer the student has
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been in school, the greater the feelings o f alienation. B ecause o f the conflicting results
concerning alienation and the fact that adolescents are considerably different today than
they w ere 40 years ago, further research is necessary.
If public education, particularly high schools, is to live up to the prom ises it has made
to educate all students, then educators and other school personnel m ust begin to focus on
the factors w ithin the im m ediate school environment th at are barriers to learning for some
students.

T h e two studies conducted in this dissertation w ere designed to investigate

the school-related and students-related factors associated w ith alienation in students in
order to provide inform ation to educators so that they m ay begin to create program s to
meet the unique characteristics o f students.
These studies involved general education and special education students from two
high schools. T he students com pleted two questionnaires and a dem ographic survey.
The questionnaire used in Study O ne was designed to determ ine the school-related
factors that students considered as alienating. This stu d y was sim ilar to the w ork done by
Kunkel et al., (1973) in that it view ed the school as an institution and reported student
responses b ased on their perceptions concerning its contribution to student alienation.
The questionnaire used in Study Two dealt w ith the student-related factors most
associated w ith the level o f alienation experienced by th e student. This study is similar to
previous w ork in that it considers race/ethnicity, gender, and student placem ent (e.g.,
special education and general education) as possible contributing factors to the alienation
experienced b y students. It also expands previous w ork and considers two additional
factors that could be im portant to student alienation (e.g., perceived academ ic ability and
perceived social status).
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S tudy One: School-R elated Factors
In Study 1, students w ere surveyed concerning their perceptions o f the school
environm ent to determ ine the school-related factors that may be associated w ith student
alienation. The 222 participants in this study w ere students from special and general
education classroom s in tw o high schools. The responses reported b y students
concerning the school environm ent were analyzed for each school (e.g.. School A and
School B).
School Factors Q uestionnaire
This study was designed to contribute inform ation concerning alienation in high
school students w ith and w ithout disabilities. B ased on the questionnaires com pleted by
the students, the follow ing findings concerning the alienation o f high school students
emerged.
The research questions asked in this study were:
1.

W hat are the factors associated w ith alienation reported by students attending a

predom inantly A frican-A m erican high school?
Gender
M ale and fem ale students at School A had sim ilar perceptions o f th e school
environment. A lthough the students liked school overall and felt as though they fit in, the
pattern o f responses from the m ale and female students attending School A indicates that
they m ay be experiencing som e degree o f alienation. O v er 50% o f the m ale and 40% o f
the female students said that they see no relationship betw een w hat th e y are learning in
school and their lives outside o f school. This m ay indicate a feeling o f m eaninglessness
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in that they do n o t see how school will contribute to th eir future plans. Furtherm ore, one
out o f two fem ale and two out o f five m ale students said teachers do all the planning and
tell students w h at to do. This m ay be a result o f students feeling a sense o f pow erlessness
in that they feel as though they have no say in what th ey do in school in terms o f
participating in planning what they are learning. H ow ever, th ese feelings did not prevent
the students from feeling positive about the school env iro n m en t overall.
The responses provided by the m ale and female students attending School A im ply
that students have built relationships w ith peers and teachers th at are stronger than the
feelings they have about the school envirom nent. The results m ay also suggest that, even
though there w ere som e indications o f alienation, students b eliev e this is the w ay it is and
they have to endure it if they w ant to graduate and m ove on to postsecondary education.
Student Placem ent
Although the students liked school and felt as though th ey fit in, the pattern o f
responses from the special and general education students at School A indicated that they
experienced alienation. Students in special education said th at th ey liked school to a
slightly lesser degree than students in general education. Tw o o u t o f five students in
special education and three out o f ten students in general ed u catio n felt that school is
directly related to th eir life outside school, but three out o f ten special education and one
out o f two general education students also felt that school has little relationship to th eir
life outside school. This implies a sense o f m eaninglessness in the students. In short, it
appears that the students do not feel that w h at they are learning is not contributing to their
lives.
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F our out o f five o f the special and general education students said th at they were
neither satisfied nor dissatisfied with the treatm ent they received from their teachers.
This suggests that the students w ere experiencing a general sense o f apathy often
associated w ith alienation. Tw o out o f five o f th e special and general education students
said that teachers do all o f the planning and tell students what to do. A gain, this signifies
that students, regardless o f placem ent, feel as though they have no control over what
occurs in school because they are not allowed to participate in the planning o f their
education.
T he slight difference in the perceptions that these two groups o f students have o f their
school environm ent reinforces the findings o f past research (Silverm an et al., 1970).
Students experience alienation in some m anner, but the degree to w hich individual
students experience alienation varies along a com plex continuum . The lack o f variation
in the responses o f general education and special education students m ay also signify that
the constructs investigated in this study w ere not the constructs contributing to the
alienation in these particular students. That is to say, other alienation factors not targeted
on this survey were affecting these particular students.
R ace/E thnicitv
W hen asked if they liked school and w hether or not they fit in at school, the majority
o f the A frican-A m erican and W hite students said that they liked school and felt that they
fit in at their school. In spite o f their overall positive responses, there w ere indications
that som e o f the students in School A m ight be experiencing alienation. Tw o out o f five
A frican-A m erican and one out o f two W hite students felt that school had little
relationship to their lives outside o f school. This signifies that the students, regardless o f
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race/ethnicity, are experiencing feelings o f m eaninglessness. T h ey m ay feel that, because
school does not relate to their lives outside o f school, it w ill not contribute to their future.
A frican-A m erican students w ere m ore likely than W hite students to report that school
answered at least h a lf o f the im portant question in their p ersonal lives and h alf o f the
important problem s in their com m unity. This may be because School A is a
predom inantly A frican-A m erican school and the school has restructured its curriculum to
address the needs and concerns o f the local school com m unity.
Overall, the responses from the students in School A rev ealed a positive attitude
toward their school environm ent. This m ay imply that the adolescents at School A are
not as alienated as the literature w ould predict or as society w ould view them to be. Or,
there is the p ossibility that the students have provided answ ers they believed that adults
conducting the study w anted to see.
2.

W hat are the factors associated w ith alienation reported by students attending a

predom inantly W hite high school?
G ender
The girls in School B reported m ore often that they like school and that they feel they
fit into their school. In fact, the pattern o f responses for the fem ale students was m ore
favorable than that o f the m ale students. For example, girls w ere less likely to say that
they would be happy if, for som e reason, they had to quit school. G irls felt as though
school answ ered m ore o f their im portant personal questions and m ore girls reported
w orking above o r equal to their ability in school. Girls w ere less likely to report that
nothing they do in school m akes them proud and they w ere less likely to agree that
someone or som ething in school stops them every time th ey try to get ahead.
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T hey did, how ever, agree w ith m ale students on som e item s. O ver h a lf o f the m ale
and fem ale students said that teachers do the planning and tell students w hat to do. B oth
m ale and fem ale students agree that com plim ents from teachers com e about once a w eek
o r sem ester and the approxim ately 70% o f each group expects to go to a college or
university after they graduate high school. These findings indicate that the students are
experiencing both positives and negatives in school. It m ay be that the balance o f these
p ositives and negatives is enough for the students to like and enjoy being in school, at
least for the girls.
Student Placem ent
O verall, students in special and general education said that they liked school and felt
that they fit into school. H ow ever, a closer look at individual questions revealed that
there m ight be som e factors in the school that cause students to feel alienated.
O ver 70% o f the students in each group reported th at school has little o r no
relationship to their life outside o f school. Students in general education reported that
they w ere doing w ork below th eir ability. W hile, m ore than h a lf o f the students in both
groups said that 50% or less o f the schoolw ork they do is valuable. These findings m ay
reflect that the students are having a difficult tim e seeing the relationship between school
and their future.
T he m ajority o f the students also indicated that teachers do all o f the planning and tell
students w hat to do. This lack o f input m ay cause students to feel pow erless or that they
have no control over their learning and w hat goes on in th eir lives w hile in school.
M ost students indicated that they speak w ith their p arents about the w ork they do in
school, that their parents are concerned about how w ell th ey do in school, and that th eir
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parents believe all o r m o st o f the w ork they do in school is valuable. It m ay be that for
students at School B these relationships with parents are enough to override any
alienating factors presen t in the school.
Race/E thnicitv
The responses o f the A frican-A m erican and W hite students in School B w ere not as
positive in regard to liking school. O ver 40% o f b o th groups either reported that they
w ould like to stay hom e m o st days, or if they could, they w ould quit school. O ver 50%
o f the A frican-A m erican and the W hite students indicated that school had little
relationship to th e ir outside lives. M ost indicated th a t school answ ered one, two, or none
o f the im portant questions in their personal lives, th e ir com m unities, or the U nited States.
A frican-A m erican and W hite students were less likely to report that th ey were
working above th e ir ability in school. O ver h alf o f the A frican-A m erican and W hite
students said that the teachers in their school do the p lanning and tell students w hat to do.
However, m o st o f the A frican-A m erican and W h ite students report having good
com m unication w ith their parents concerning their schoolw ork. The m ajority o f the
students reported speaking w ith their parents every d a y about their schoolw ork and over
h a lf indicated th a t they think their parents value all o f w hat they leam in school. O ver
60% believe th e ir parents are interested and concerned about how w ell they do in school.
The students at School B appear to be experiencing som e conflict concerning their
observations o f th e ir school. The students indicate a strong desire to stay aw ay from
school yet report th a t they com m unicate frequently w ith their parents about school. This
m ay reflect p o sitive parent/student relationships rath er than a student who is not
experiencing alienation.
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C onclusions
The conclusions concerning school-related factors and alienation w ere reached based
on student responses dealing w ith their perceptions o f the school environm ent. While
students provided responses indicating that there w ere school-related factors creating
feelings o f alienation in the students, their overall responses indicated that students like
school. It m ay be that for the students in both School A and School B th eir liking o f
school outw eighs any alienation being experienced b y the students.
1. Although m ale and fem ale students are experiencing the school environm ent
sim ilarly, the m ale students appear to be im pacted b y the experiences in such a way to
cause them to feel as though breaking the rules and regulations o f the school is acceptable
and that it is okay to break those rules because they do not apply to the individual student.
2.

It is also clear that bo th male and fem ale students are able to pu t aside what they

see and hear in school and enjoy their experiences w hile at school. This m ay be because
they accepted w hat their parents and teachers have been telling them in term s o f not
being able to do anything or go anywhere w ithout a high school education.
3.

Students in special and general education agree that they like school, but also

indicated that it has no relationship to their lives outside o f school. This m ay be part o f
the reason that they like school. School m ay be their only opportunity to get away from
w hat is happening in their lives outside o f school. It m ay also be that school is the only
tim e that they get to see and interact with friends and their interaction counterbalances
any negatives in the environm ent.
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Recommendations for Further Study
1. R esearch into school environm ents w here the social system is established (e.g.,
predom inantly A frican-A m erican, predom inantly W hite, and predom inantly H ispanic
schools) is already is needed to determ ine w hether o r not incom ing students (not o f the
dom inant group o f the school) are able to adapt to the existing social system or
experience feelings o f alienation. School personnel m ust co n sid er the social system
factors to determ ine the barriers that m ay exist for students in th eir attem pts to connect
w ith the school.
2. Q ualitative research as a follow -up to quantitative research m ay be helpful in
determ ining the factors students b eliev e are causing their alienation. C onversations w ith
students m ay allow researchers and educators to collect m ore in-depth inform ation than
can be collected w ith a survey.
3. T he degree o f parent involvem ent in the education o f their son/daughter appears
to be linked w ith student alienation. R esearch into parent alienation may assist schools in
developing program s to bring parents back into the schools so that their son/daughter
benefits from their parents’ involvem ent in their education.
4. T each er alienation m ay play a significant part in w hether o r not the students in a
particular school feel alienated. R esearch into the alienation patterns o f the teachers m ay
assist schools in alleviating student alienation by first w orking w ith the teachers to
alleviate th eir alienation.
5. M ale students appear to be m o re alienated (at least in tw o dim ension) than female
students. C ounselors, teachers, and adm inistrators m ust design and im plem ent program s
and policies that w ill positively im pact on the m ale stu d en t’s feelings o f alienation.
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H ow ever, it is im portant that female students are not neglected. The practical
significance o f the findings in this study w as w eak indicating that m ale and female
students are not that different in their experiences w ith alienation.
6.

M any o f the surveys/questionnaires used in alienation research w ere designed

m ore than thirty years ago and are m odified for use today. If this type o f research is
going to be m ore realistic and reflect the students o f the 2 L ' Century, n ew er instruments
m ust be developed as th e constructs representing alienation today m ay b e different than
they w ere thirty years ago.
7.

Future studies concerning school alienation should include larger sam ples o f

students from m ore diverse populations (e.g.. N ative Am erican, H ispanic, A sian). The
schools o f today are becom ing increasingly m ore diverse. It is im portant that data that
reflect all the voices o f diversity.
8.

If alienation is influenced by both personal traits (e.g., race/ethnicity, gender,

student placem ent) and situational (e.g., n ew to a school) or contextual factors (e.g.,
tracking), research should be conducted to explore interventions designed to increase the
sense o f belonging in school at both the individual and school level.

Study Two: S tudent-R elated Factors
S tudent Factors Q uestionnaire
T his study w as designed to contribute inform ation concerning alienation in high
school students w ith and w ithout disabilities. T he study was designed to explore the
student-related factors that contribute to increased alienation in adolescents. The research
questions asked in this study were:
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(1) Are there significant differences in pow erlessness, norm lessness,
m eaninglessness, and estrangem ent betw een gender groups?
The Student Factor Q uestionnaire w as adm inistered to determ ine w hether o r not
significant differences existed in the com bined m ean scores o f alienation (e.g.,
pow erlessness, m eaninglessness, norm lessness, and estrangem ent) betw een gender
groups. A n analysis o f the data indicated a statistically significant difference betw een
m ales and fem ales on the com bined alienation m easures indicating that male and female
students do not experience alienation to the same degree.
The statistically significant gender effects were found for m ale students in the
m eaninglessness and norm lessness dimensions. This indicates that m ale students in this
study experienced greater feelings o f normlessness and m eaninglessness than the female
students. The m ale students in this study were more likely to believe that breaking the
rules is fine as long as they d o n ’t get caught and that school does not contribute to his
future. These findings support the findings o f Shoho (1996) w ho found that eighth-grade
male students experienced higher levels o f alienation than fem ale students, but
contradicted the findings o f W olfstetter-K ausch and G aier (1981) and Calabrese and Poe
(1990) who reported that the m ale and female students experience the sam e degree o f
alienation.
(2) Are there significant differences in powerlessness, norm lessness,
meaninglessness, and estrangem ent betw een student placem ent groups?
There w as a statistically significant difference betw een special and general education
students on the com bined alienation measures (e.g., pow erlessness, m eaninglessness,
norm lessness, estrangem ent). This indicates that the type o f classroom s (e.g., special
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education vs. general education) in which students are placed has an effect on their
degree o f alienation from school.
There w ere statistically significant placement effects for students in special education
classes in the alienation dim ensions o f norm lessness, pow erlessness, and estrangem ent
indicating that these students are less likely to believe in and adhere to the rules o f society
or school. Special education students are also m ore likely to feel disconnected from the
school environm ent, possibly because they are pulled out o f the general education setting
to receive academ ic or social instruction. The special education stu d en ts also are more
likely to feel as if they have no control over the things th at happen in th e ir lives. These
findings are supported by the w ork o f Silverman et al., (1970) w ho also found significant
differences o n the factors o f isolation/estrangem ent, pow erlessness, and norm lessness for
students in special education.
(3)

Are there significant differences in pow erlessness, norm lessness,

m eaninglessness, and estrangem ent among perceived ability groups?
Statistically significant differences were found am ong the perceived ability groups
on the com bined alienation m easures. This indicates that, for the students in this study,
ability has an effect on the degree o f alienation experienced.
There w ere statistically significant perceived ability effects for stu d en ts in the below
average ability group for pow erlessness, norm lessness, and estrangem ent. These findings
indicate that students w ith perceived low academic abilities are likely to feel no control
over their lives, that breaking school and society’s rules is fine, and th at th ey do not
belong /fit in school. The students in the below average group m ay h av e the feelings o f
pow erlessness because they m ay experience pressure from fam ily a n d /o r teachers to do
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w ell in school. Students in the below average ability group also indicated feeling m ore
estranged than the students in the above average and av erag e ability groups. T his m ay be
related to the fact that these students also indicated that th e y felt as though nothing at
school is geared tow ard students w ith their level o f ability. It is also possible that the
sam e students w ho reported a below average ability level w ere the sam e students w ho are
p ulled out for special education services. Both o f these factors m ay result in a student
w ho does not feel a part o f their school.
(4)

A re there significant differences in pow erlessness, norm lessness,

m eaninglessness, and estrangem ent am ong race/ethnicity groups?
T here w as a statistically significant difference b etw een A frican-A m erican and W hite
students on the com bined alienation measures. This in d icates that the A frican-A m erican
and W hite students in this study experienced different d eg rees o f alienation. It m ay be
that there is som ething in the school environm ent (e.g., co n tro l, student-teacher
interactions, rules and regulations) that impacts one group m o re than the other.
T here w ere statistically significant race/ethnicity effects for W hite students in the
m eaninglessness dim ension indicating that W hite students experience greater feelings o f
m eaninglessness and that they are m ore likely to feel u n su re as to w hether o r n o t school
w ill contribute to his/her future. These results are co n trad icto ry to previous research that
found A frican-A m erican students experienced m ore alien atio n than W hite students
(Felice, 1981), but confirm ed the findings o f M oyer and M o tta (1982) w hose research did
n o t support th e notion that alienation is m ore prevalent in A frican-A m erican students.
P erhaps, w ith the changing dem ographics in the public sch o o ls o f the U nited States,
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W hite students are beginning to catch up, and pass, A frican-A m erican students in the
degree o f alienation they experience.
(5)

A re there significant differences in pow erlessness, norm lessness,

m eaninglessness, and estrangem ent am ong perceived social status groups?
A statistically significant difference was found am ong perceived social status groups
on the com bined alienation m easures indicating that the social group/clique that a student
does or does not belong to has an im pact on their feelings o f alienation. The students
w ho perceived them selves to have low social status experienced greater alienation in the
dim ensions o f pow erlessness, m eaninglessness, and estrangem ent.
Several studies confirm th e im portance o f peers in w h eth er or not students experience
a sense o f belonging in the sch o o l (Felice, 1981; Taylor, 1999; Valverde, 1987).
V alverde (1987) found that p eer groups and grades w ere the m ost important factors in
w hether students felt alienated, rejected, isolated, and disconnected. B em dt (1979)
agrees and states that adolescence is the time w hen the peer group becom es increasingly
im portant to adolescents as a socializing force. If these things are tme, the students in
this study m ay not have the p e e r support, or the positive peer support, needed to alleviate
som e o f the feelings o f alienation. O nce again, the students experiencing difficulty in this
area m ay be those students receiving special education services and who are being pulled
out o f the general education setting for their academ ic instruction. This could cause them
to feel disconnected from th eir school and other students.
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Conclusions
Study 2
The follow ing conclusions m ay be draw n from Study 2. T hese conclusions m ust be
viewed in light o f the lim itations o f the study.
Gender
1. T here is a statistical significance betw een genders w ith regard to alienation, but
the practical significance is weak. This connotes that m ale and fem ale students really see
and experience the school environm ent in m uch the sam e w ay.
2. The fact that m ale and female students experienced the sam e degree o f total
alienation suggests that there m ay be conditions in the schools that are not as favorable
for female students as was once thought.
3. The survey results from this study m ay also indicate that girls are better able to
adjust to the high school environm ent so that they do not experience as much alienation
as the m ale students.
4. The fact that the female students w ere not experiencing norm lessness and
m eaninglessness to the degree o f the m ale students w ere m ight suggest that female
students have few er behavioral and academ ic issues than th eir m ale peers and so they are
able to be m ore positive about the school environm ent and not feel as alienated.
Student P lacem ent
1.

Social status w as a significant contributor to student alienation in this study. O ne

o f the central issues that challenge high school students is the developm ent o f their ow n
identity through p eer relationships and their status am ong th eir peers. Students with
learning disabilities m ay find it difficult to find the acceptance that general education
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students find because o f having to leave the general education classes to receive
instruction in the special education classroom. Educators and oth er school personnel
m ust recognize the difficulty students placed in special education experience in regard to
p e er acceptance.
2.

E ducators might gain a b etter understanding o f the im portance o f peer

relationships for high school students and their feelings o f alienation by allowing students
to discuss th eir perceptions o f the school environm ent privately and publicly.
3.

Students w ith disabilities m ay experience feelings o f alienation because o f the

attitudes and expectations o f general education teachers, adm inistrators, and other school
personnel tow ard special education students.
4.

It is possible that special educators serving students w ith disabilities are

experiencing alienation from the general education teachers and those feelings are
som ehow com m unicated to th eir students.
5.

Students with disabilities who are excluded from m aking decisions about the

school and their placem ent m ay feel pow erless in th e ir school.
Perceived A bility
1.

T here w ere greater feelings o f pow erlessness (no control over th eir lives),

norm lessness (no rules to live by), and estrangem ent (disconnected from the school)
am ong students w ho perceived their academic abilities to be below average.
R ace/E thnicitv
1.

T he W hite students in this study indicated th at they experienced m ore

m eaninglessness than the A frican-A m erican students. It m ay be that W hite students do
not perceive school as a contributing factor.
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2.

T here w as very little practical significance to the relationship betw een African-

A m erican and W hite students, indicating that there w as n o t a real difference in the
alienation experienced by the two groups. A frican-A m erican and W hite students were
not as different in th eir experiences w ith alienation indicated b y research from 20-30
years ago. P erhaps w ith the increased diversity in the schools, education will see a
generation o f students w hose experiences are very sim ilar b ecause o f the increased
interaction they h ave w ith one another.
Perceived Social Status
1. Students no t in the average o r above average social groups are m ore likely to feel
as though they have no control over their lives. This m ay b e because decisions at school
are made b y those students who belong to social groups considered to be acceptable (e.g.,
student council m em bers, athletes).
2.

The students in the low status group experienced m ore m eaninglessness than

other students. A reason for this could be that these students already belong to a social
group that the m ainstream deem s as unacceptable and th ey have accepted the belief that
their groups has low or no status in the school. These could b e the students who belong
to gangs.
3. Students in the low status group also experienced m o re estrangem ent than other
students in the school. One reason for this could be that these students are students in
special education w ho have been rem oved fi'om the m ainstream environm ent making it
difficult for them to establish friendships. Another reason m ay be that these students
have intentionally rem oved them selves from the m ainstream b ecause they do not feel as
though they are developing to their fullest potential at school.
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Recommendations for Further Study
The alienation research conducted over the past 40 years has been conducted
prim arily by social scientists. C urrent research is begirm ing to focus on school factors
and student factors. This research has increased as o ur schools encounter a culture o f
adolescents w ho are becom ing increasingly alienated from the educational process.
The findings in this study suggest that there are several concerns that schools could
address w hich m ight alleviate som e o f the alienated feelings o f its students. Based on the
results o f this current study the follow ing recom m endations are m ade for further research.
1. R ather than continually using W hite students as th e p o in t o f com parison in
alienation studies, research should be conducted that considers the predom inant school
culture and then m easures the levels o f alienation o f the students w ho are not o f the
predom inant culture at the school. It is possible that these students, regardless o f
ethnicity/race, w ill e the students m ost alienated w ithin a schools.
2. This study indicates that schools, com m unities, and fam ilies need to make
changes in the academ ic and personal lives o f not only the students from diverse
backgrounds, but W hite students as w ell. It appears that W hite students are experiencing
greater alienation than other groups o f students. M ore research is needed to determ ine
w hether or n o t a pattern is developing that indicates that W hite students are more
alienated than students from diverse backgrounds.
3.

C urrent instrum ents/surveys used to m easure alienation w ere normed using

W hite students. It would be beneficial to schools i f they had an instrum ent that was
sensitive to students from diverse ethnic and linguistic backgrounds. It is possible that
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the current instrum ents do not provide a true indication o f the feelings o f these students
concerning alienation.
4.

Alienation studies involving m any different school contexts (e.g., private schools.

C atholic/religious schools, sam e gender schools) m any provide a clearer picture as to
w hether o r not alienation is a public school issue o r an adolescent issue.
5. A lienation research using students w ith disabilities across placem ents (e.g.,
resource room, self-contained, inclusive) could provide insight as to the perceptions o f
students w ith less (e.g., LD ) and m ore significant (m oderate/severe M R ) disabilities in
term s o f their school environm ent. A determ ination can then be m ade as to the im pact o f
inclusionary environm ents on the alienation experienced by students w ith disabilities and
w ithout disabilities.
6. Research is needed that explores alienation in young children. It is im portant to
determ ine the point at w hich children begin to experience alienation and the factors that
contribute to the alienation o f young children.
7. Longitudinal studies involving students w ith disabilities could provide insight into
if and w hen they begin to becom e alienated fi'om the educational process. In this maimer,
schools can develop and im plem ent preventative program s to assist students with
disabilities who experience difficulty with fitting in at different points in their educational
career.
8. R esearch is needed into the types o f m odifications in school practices and policies
that m ight reduce student alienation and the d irect im pact o f th ese m odifications on the
reduction o f student alienation.
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9. R esearch inv o lv in g students w ho are gay, lesbian, b isexual, and transgender is
needed to determ ine the levels o f support n eeded to engage these students into the social
and academ ic structure o f the schools. This inform ation could b e useful in addressing the
high suicide rate o f this group o f students.
10. R esearch in volving the interaction betw een race/ethnicity and placem ent in
special education needs to be conducted. T his inform ation is tim ely in light o f the
continued overidentification o f students from diverse backgrounds for special education
placement.
11. Further research need to be conducted to determ ine w h eth er o r not the constructs
o f alienation identified b y social scientists 40 years ago are applicable today. It may be
that present day researchers are attem pting to ap p ly outdated constructs on a new
generation o f students.
12. Research is needed that focuses on students w ho are from biracial and multiracial
families. These students have been neglected in the alienation research even though the
literature indicates that th eir experiences in school are different from those o f their onerace peers. This inform ation could shed light o n w hich groups these students identify
with at school and allow educators to prepare strategies to m eet th eir unique needs.
13. Each o f the dependent factors (e.g., pow erlessness, m eaninglessness,
norm lessness, estrangem ent), w hile statistically significant, w as found to have very low
practical significance. T his m ay be due to the fact that the research er did not find the
factors that are related to student alienation in th e 21^' century. Q u alitative research m ay
provide researchers and educators w ith m ore crurent student factors that contribute to
alienation.
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Summary
Educational research into the causes o f alienation is relatively new, but the available
research indicates that there is no single factor that can be m ost associated with student
alienation. It appears that school factors coupled w ith student factors determ ine the
degree to w hich an individual student experiences alienation.
The results o f these two studies indicate that there are school-related and studentrelated factors that contribute to the feelings o f alienation experienced by adolescent
students. A lthough alienating factors were evident in each o f the schools (School A and
School B ), the individual students experienced that alienation to different degrees.
Further research is needed to determ ine the changes that m ay need to be made w ithin a
school environm ent so that all students, regardless o f their individual characteristics,
benefit from the educational system . This study is a beginning step to expand on
previous research. Wliile data in this study support previous research, they also
contradict som e o f the earlier research. Perhaps an investigation into these contradictory
findings m ay provide an indication o f the change that has occurred in the student
population and the school environm ent over the last tw enty o r thirty years. W ith
education beginning to focus m ore and more on the institutionalization o f standards
(Bush, 2001), it is important that education identifies the school-related and studentrelated factors that may im pede certain students from achieving institutionalized
standards.
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SCHOOL CONSENT FORM
D ear Principal:
Y our school is invited to participate in research that w ill co n trib u te to further
understanding o f the relationship betw een students and the school environm ent.
Specifically, this study will investigate students’ subjective p erceptions o f their level o f
“ fit” w ithin the school. The researcher is a 12.5-year veteran o f the C lark C ounty School
D istrict (C C SD ), a certified teacher o f students w ith (K-12) and w ith o u t (K -8)
disabilities, and a doctoral candidate in the D epartm ent o f Special E ducation at the
U niversity o f N evada at Las V egas (U N LV ). This study w ill be u n d er the direction o f the
professors in the D epartm ent o f Special Education at UNLV. Y o u r sch o o l’s participation
in this study w ill enable us to provide your school and educators w ith specific
inform ation concerning students’ feelings about the school environm ent and how well
they fit in it. E xcept for this purpose, results o f all questionnaires w ill be confidential, and
reports o f the study will not include the nam es o f any students, parents, teachers, or
schools.
The M etropolitan N ashville Public Schools, UNLV C enter for Educational Research
and Planning A dvisory C om m ittee, and H um an Subjects has approved this project. If you
are w illing to have your school and teachers participate in this study, please sign on the
line below and return the form to the researcher at UNLV D epartm ent o f Special
Education, m ail stop 3014. Or, you can call M onica Brow n at 702-895-1397 or FAX to
702-895-0984. Y our cooperation in this im portant project w ill be very m uch appreciated.
Sincerely,
M onica R. B row n, M .Ed.
Doctoral Student
If you have any questions about this project, please feel free to call m e at the num ber
above.
I give m y consent:

S ig n e d ___________________________________________

D ate
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EDUCATOR CONSENT FORM
D ear Educator:
Y our school has been invited to participate in research that will contribute to further
understanding o f the relationship betw een students and the school environm ent.
Specifically, this study w ill investigate students’ subjective perceptions o f their level o f
“fit” w ithin the school. T h e researcher is a 12.5-year veteran o f the C lark C ounty School
D istrict (CCSD), a certified teacher o f students w ith (K-12) and w ithout (K-8)
disabilities, and a doctoral candidate in the D epartm ent o f Special E ducation at the
U niversity o f N evada at Las V egas (UNLV). This study will be under th e direction o f the
professors in the D epartm ent o f Special Education at UNLV. Y our sch o o l’s participation
in this study w ill enable us to provide your school and educators w ith specific
inform ation concerning stu d en ts’ feelings about the school environm ent and how well
they fit in it. Except for this purpose, results o f all questionnaires w ill be confidential, and
reports o f the study w ill n o t include the nam es o f any students, parents, teachers, or
schools.
The school district, y our principal, the U N LV C enter for Educational Research and
Planning (CERP) A dvisory C om m ittee, and H um an Subjects have approved this project.
If you are w illing to have your class participate in this study, please sign on the line
below and return the form to the researcher at U N L V D epartm ent o f Special Education,
mail stop 3014. Or, you can call M onica Brown at 702-895-1397 or FA X to 702-8950984. Your cooperation in this im portant project w ill be very much appreciated.
Sincerely,

M onica R. Brown, M .Ed.
D octoral Candidate
If you have any questions about this project, please feel free to call m e at the num ber
above.
I give my consent:
1. For my students to participate in the study described above.
S ig n e d ____________________________________ D a te _______________________________
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Parental Consent Form
1. M y nam e is M onica R. B row n and I have been an em ployee w ith the Clark
C ounty School D istrict (C C SD ) for the past 12.5 years. I am also a doctoral
candidate in the D epartm ent o f Special Education at the U niversity o f N evada at
Las V egas (U NLV ). F or the past two years I have been a teacher on special
assignm ent at U N LV , serving as an instructor and coordinator o f alternative
licensure program s.
2. Y o u r so n ’s/daughter’s school and/or classroom has been selected to participate in
this research study. H ow ever, participation in this study is com pletely voluntary.
In order for your child to be considered for participation in this study, this consent
form m ust be com pleted and returned to the researcher in the postage paid
envelope provided. In tw o-parent/guardian fam ilies, only one parent/guardian
needs to sign this form.
3.

T he purpose o f the research is to investigate students’ perceptions o f the school
environm ent and how they perceive them selves to fit/not fit w ithin the school
environm ent.

4. B enefits to parents m ay include: (1) an opportunity to begin discussions w ith your
son/daughter concerning how your child feels about the schools th ey attend, and
(2) an explanation as to w hy your son/daughter feels the w ay he/she does about
the school he/she attends.
a.

T he benefits to your son/daughter m ay include: (1) an opportunity to express
h is/h er true feelings about school, rather than having others speculate as to his/her
feelings, and (2) having an opportunity to voice his/her feelings about the changes
that m ay be needed w ithin the schools to facilitate his/her acceptance and learning
for all students.

5. T here w ill be no m onetary com pensation for participation in this study.
6. T he inform ation gathered w ill becom e part o f the data analysis for the study o f
ch ild ren ’s feelings about schools and how his/her feelings about “ fitting in” at
school m ay or m ay not affect their achievement. It m ay contribute to published
research reports and presentations. A ny reports and/or p resentations w ill not
include the nam e o f the schools o r school district w here inform ation was
gathered.

7. A ll students w ill be asked to provide identifying inform ation (e.g., the student’s
six-digit identification num ber) on the school, student, and dem ographic
questionnaires for the purpose o f m atching student responses on the two
questionnaires. Student anonym ity w ill be m aintained throughout the study and
all d ata collected w ill b e stored in a locked file cabinet w ith the researcher for at
least three years follow ing the study.
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8.

A dditional questions and/or concerns m ay be directed to the researcher at 702895-1397, U N L V D epartm ent o f Special Education. For additional inform ation
about the rights o f hum an subjects, participants m ay contact the U N LV O ffice o f
Sponsored P rogram s at 702-895-1357.

9. The foreseeable inconveniences or risks involved to your child participating in the
study are m inim al. T he researcher understands that som e students m ay experience
anxiety over h aving to com plete questionnaires. O nce again, participation is
voluntary and students are free to withdraw from the study at any tim e w ithout
penalty o f any kind.
10. I f you agree to participate, a copy o f this form w ill rem ain in your
so n ’s/daughter’s perm anent school folder and I w ill receive a copy for m y
records.
11. Y our signature b elo w indicates that you have read and understand the inform ation
provided and h av e decided to allow your child to participate in the study entitled,
“ School and S tudent A lienation: Perceptions o f Secondary Students W ith and
W ithout D isab ilities” to be conducted at m y c h ild ’s school. You also understand
that the principal and the classroom teacher have already agreed to participate in
this research project.

Signature
Parent/Legal G uardian

Date

S tudent’s N am e
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STUDENT A SSEN T FORM
Y our signature b elo w indicates that you h ave read and understand the inform ation
provided and have decided to participate in the study entitled, “S chool and Student
Alienation: Perceptions o f Secondary Students W ith and W ithout D isabilities” to be
conducted at m y school. Y ou also understand that the principal has already agreed to
participate in this research project.
a.

The purpose o f the research is to investigate your perceptions o f the school
environm ent and how you perceive y o u rself to fit/not fit w ith in the school
environm ent.

b. The foreseeable inconveniences o r risks involved to your ch ild participating in the
study are m inim al. The researcher understands that som e students may experience
anxiety o v e r having to com plete questionnaires. Once again, participation is
voluntary and students are free to w ithdraw from the study at any time without
penalty o f any kind.
c.

The benefits to you include: (1) an opportunity to express your true feelings about
school, ra th e r than having others speculate as to your feelings, and (2) having an
opportunity to voice your feelings about the changes that m ay be needed within
the schools to facilitate acceptance and learning for all students.

d. P articipation in this study is com pletely voluntary. In o rd er for you to be
considered for participation in this study, this assent form m ust be completed and
returned to the researcher in the postage paid envelope provided.
e. P articipation is voluntary and you are free to w ithdraw from the study at any tim e.
f. B ecause you are a minor, the researcher strongly suggests that you and your
parents/guardians discuss your decision for or against participation in this study
before signing the assent form.
g. B ecause you are a minor, your parents/guardians will also be asked to sign a
consent form on your behalf. T heir consent does not o bligate you to participate.
h. A dditional questions and/or concerns m ay be directed to the researcher at 702895-1397, U N L V D epartm ent o f Special Education. F or additional information
about the rights o f hum an subjects, participants m ay contact the U NLV Office o f
Sponsored Program s at 702-895-1357.
i.

I , ____________________________________ , have read and understand the above
statem ents and agree to participate in the above-m entioned study.
S tu d en t’s Signature:
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SCHOOL FACTORS QUESTIONNAIRE
Please circle the letter that closely represents how you feel about each question or
statement.

1. In general, how w ell do you like your school?
a. I like it very m uch.
b. I like it.
c. N either like n o r dislike it.
d. M any days I w ould like to stay home.
e. If I could, I w ould quit school.
2. If som ething happened and you had to stop school now, how w ould you feel?
a. Very happy— y ou’d like to quit.
b. I w ould not care one way or another.
c. I would be disappointed.
d. I would try hard to continue.
e.

I would do alm ost anything to stay in school.

3. D uring the past school year (2000-2001), have you ever stayed aw ay from school ju st
because you did not w ant to come?
a. No
b. Yes, for 1 or 2 days.
c. Yes, for 3 to 6 days.
d. Yes, for 7 to 15 days.
e. Yes, for 16 days o r more.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

395

4.

D uring the last tw o o r three years, how does w hat you learned in school relate to your
life outside school?

a.

School is m uch m ore directly related to my life outside school.

b.

School has little relationship to m y life outside school.

c.

M uch o f w hat I h e ar in school is the opposite o f w hat I see and hear outside o f school.

d.

W hat I learned in school has no relationship to m y life outside school.

5. B ased on the im portant questions you have in your personal life and w h at you learn in
school every day, you w ou ld say that w hat you learn in school a n s w e rs _____________:
a.

M ost o f the im portant questions in m y life.

b.

A bout h alf o f m y im portant questions.

c.

O ne or two o f m y im portan t questions.

d.

School experiences seem to m iss m y im portant questions.

e.

I am not able to judge.

6.

Based on the im portant problem s you see in your com m unity and w hat you learn in
school every day, you w ould say that w hat you leam in school answ ers:

a.

M ost o f the im portant problem s in m y com m unity.

b. A bout h alf o f m y c o m m u n ity ’s im portant problem s.
c.

O ne or two o f m y c o m m u n ity ’s im portant problem s.

d.

School experiences seem to m iss my com m unity’s im portant problem s.

e.

I am not able to judge.
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7. B ased on the im portant problem s you see in the U nited States and w hat you leam in
school every day, you w ould say that w hat you leam in school answ ers:
a. M ost o f th e im portant problem s o f the U nited States.
b. A bout h a lf o f the U nited S tates’ im portant problems.
c. One or tw o o f the U nited S tates’ im portant problem s.
d. School experiences seem to m iss the U nited States’ im portant problem s.
e. Y ou are n o t able to judge.
8. If you w ere to ju d g e the degree to w hich you are using your ability in school, w hat
rating w o u ld you give yourself?
a. A bove m y ability.
b. Equal to m y ability.
c. Below m y ability.
9. H ow m uch tim e do you usually spend on schoolw ork outside o f school each day?
a. None at all.
b. Less than o n e -h a lf hour.
c. A bout one hour.
d. Between one and two hours.
e.

M ore than tw o hours.

10. Do you h av e your schoolw ork finished on tim e?
a.

Always

b. U sually
c.

Som etim es

d. Seldom
e. N ever
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11. C oncerning the value o f the things you do as schoolw ork, what percent o f your
schoolw ork do you think is valuable?
a.

A lm ost all o f the schoolw ork I do is valuable.

b. A bout 75% o f the schoolw ork I do is valuable.
c.

A bout 50% o f the schoolw ork I do is valuable.

d. A bout 25% o f the schoolw ork I do is valuable.
e.

N one o f the schoolw ork I do is valuable.

12. T he thing that you do in school that you are the m ost proud o f is:
a.

B eing neat and prom pt in y o u r w ork.

b. H elping the teacher in the classroom .
c.

G etting good grades on your report card.

d. B eing w ell liked by all the students.
e.

N othing that you do in school m akes you proud.

13. In general, are you satisfied o r dissatisfied w ith the w ay you are treated b y teachers
and other school personnel?
a.

V ery w ell satisfied.

b. Satisfied
c.

H a lf and h a lf—neither satisfied n o r dissatisfied.

d. D issatisfied
e.

V ery m uch dissatisfied

14. H ow well do you think you please your teachers?
a.

I alm ost alw ays please m y teachers.

b. I usually succeed in pleasing them .
c.

I som etim es have trouble pleasing them .

d. I never seem to be able to please them.
e.

I am not interested in pleasing them .
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15. In your classes the last tw o o r three years, you find that:
a.

Teachers allow students to participate extensively in planning what to do.

b. Teachers occasionally ask students for their o pinion w hen planning w hat to do.
c.

Teachers do most o f the planning and tell students w hat to do.

16. How often do teachers com plim ent you concerning your schoolwork?
a.

A lm ost every day.

b. A bout once a week.
c.

A bout once a semester.

d. I don’t rem em ber that a teacher has ever com plim ented m e for schoolw ork.
e.

Teachers give grades rath er than compliments.

17. The last tim e the principal spoke to you was to:
a.

T he

last tim e the principal spoke to me was to com plim ent m e for an achievem ent.

b.

The

last tim e the principal spoke to me was to rem in d

c.

The
last tim e the principal spoke to me was to inquire
in school.

m e o f a school regulation.
about how I w as getting along

d. The principal has never spoken directly to me.
e.

N one o f these.

18. A s this school enforces rules and regulations so that learning and instruction can
occur, you think the enforcem ent is:
a.

A bout right

b. Too w eak
c.

M uch too w eak

d. Too strict
e.

M uch too strict
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19. E very tim e you try to get ahead, som ething or som eone stops you.
a.

A gree

b. N ot sure
c.

D isagree

20. H ow often do your parents and you talk about your schoolw ork?
a.

Just about every day

b. O nce or tw ice a w eek
c.

O nce or tw ice a m onth

d. N ever, or hardly ever
21. C oncerning the value your p arents place on w hat you le am in school, w hat percent do
you think your parents think is valuable?
a.

M y parents think alm ost all that I leam in school is valuable.

b. M y parents think about 75% o f w hat I leam in school is valuable.
c.

M y parents think about 50% o f w hat I leam in school is valuable.

d. M y parents think about 25% o f w hat I leam in school is valuable.
e.

M y parents think none o f w hat I leam in school is valuable.

f.

I d o n ’t know w hat m y parents th in k about the value o f m y schoolw ork.

22. C heck the statem ent that com es closest to stating the relationship w ith your parents
and doing well in school.
a.

M y parents are interested in how w ell I do in school, but I do not feel that they are
putting pressure on me.

b. M y parents are concem ed about how w ell I do in school and I som etim es feel
pressure to do well.
c.

M y parents often pressure me to do w ell in school.

d.

M y parents are constantly pressuring m e to do w ell in school.

e.

M y parents do not seem to be m uch concem ed about h o w w ell I do in school.
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23. Check the statem ent that com es closest to your parent’s ju d g m e n t about the am ount
o f time you spend on schoolwork.
a.

M y parents think I spend the right am ount o f time on schoolw ork.

b. M y parents thin k I spend too m uch tim e on schoolwork.
c.

M y parents thin k I spend too little tim e on schoolwork.

d. I do not know how m y parents feel about the am ount o f tim e I spend on schoolw ork.
24. W hen you think about the expectations m ost o f your teachers have o f you, you w ould
say that m o st o f them have:
a.

I do not k now w hat your teachers expect o f me.

b. I teachers have high expectations o f me.
c.

I teachers have different expectations o f me, neither high nor low , ju s t different.

d.

I teachers have low expectations o f me.

e.

M y teachers have no expectations o f me.

25. W hat do you expect to do after graduating from high school?
a.

I expect to go on to a vocational/trade school, college, or university.g

b. I expect to get a good job.
c.

I do not expect to graduate from high school.

26. W hen you think about the expectations you have for getting a good jo b after high
school, you th in k that school
doing a good jo b o f preparing you for
that expectation.
a.

Is

b. Is not
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27. W hen you think about the expectations you have o f y o u r earning potential after high
school, you think school is preparing you for a(n)
lifestyle.
a.

U pper income

b.

A verage incom e

c.

Low income

d.

Y ou do not know

28. In general, do you feel accepted by this school? (Circle one)
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STUDENT FACTORS QUESTIONNAIRE
Please circle the answ er that m ost accurately represents your feelings about the
following statem ents.
P I. It is hard to know w hat is right and w rong because the w orld is changing so fast.
1) S trongly agree

2) A ^ ee
3) D isagree
4) S trongly disagree
P2. It is no use to vote because one vote does not count very m uch.
1)
2)
3)
4)

S trongly agree
A gree
D isagree
S trongly disagree

P3. The problem s o f life are som etim es too b ig for you.
1)
2)
3)
4)

S trongly agree
A gree
D isagree
S trongly disagree

P4. You know the things that you are good at.
1)
2)
3)
4)

S trongly agree
A gree
D isagree
S trongly disagree

P5. Teachers do not enjoy giving students a hard tim e.
1)
2)
3)
4)

S trongly agree
A gree
D isagree
S tro n g ly disagree

M l .You are p re tty sure your life will w ork out the w ay you w ant it to.
1)
2)
3)
4)

S trongly agree
A gree
D isagree
S tro n g ly disagree
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M2. School w ill get you a job.
1)
2)
3)
4)

Strongly agree
A gree
D isagree
Strongly disagree

M 3 .School is teaching you w hat you want to leam .
1)
2)
3)
4)

Strongly agree
A gree
D isagree
Strongly disagree

M 4. Y ou feel that you are v/asting your time in school.
1)
2)
3)
4)

Strongly agree
A ^ ee
D isagree
Strongly disagree

M 5.S chool is helping you get ready for what you w an t to do after high school.
1)
2)
3)
4)

Strongly agree
A gree
D isagree
Strongly disagree

M6. Y ou try to think o f excuses to avoid schoolw ork.
1)
2)
3)
4)

Strongly agree
A gree
D isagree
Strongly disagree

N l. Y ou like the rules o f this school because you k n o w w hat to expect.
1)
2)
3)
4)

Strongly agree
A gree
D isagree
Strongly disagree
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N2. It is important to act and dress for the occasion.
1)
2)
3)
4)

Strongly agree
A ^ ee
D isagree
Strongly disagree

N 3. Y ou are not interested in adjusting to m ainstream society.
1)
2)
3)
4)

Strongly agree
Agree
D isagree
Strongly disagree

N4. Everything is relative and there ju st aren ’t any rules to live by.
1)
2)
3)
4)

Strongly agree
A gree
D isagree
Strongly disagree

E l. School is im portant in building social relationships (friendships).
1)
2)
3)
4)

Strongly agree
Agree
D isagree
Strongly disagree

E2. You go to ball gam es or other sports activities at school.
1)
2)
3)
4)

Always
M ost o f the tim e
Som e o f the tim e
N ever

E3. Y ou go to school parties, dances, and other school activities.
1)
2)
3)
4)

Always
M ost o f the tim e
Some o f the tim e
N ever
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E4. Y ou feel like you do not have anyone to reach out to.
1)
2)
3)
4)

Strongly agree
A gree
D isagree
Strongly disagree

E5. Y ou do not know anyone that you can confide (tell things) in.
1)
2)
3)
4)

Strongly agree
A gree
D isagree
Strongly disagree

E6. W hen you are unhappy, there are no people you can turn to for support.
1)
2)
3)
4)

Strongly agree
A gree
D isagree
Strongly disagree

E7. W hen you are troubled, you keep things to yourself.
1)
2)
3)
4)

A lw ays
M ost o f the tim e
Som e o f the tim e
N ever

E8. Y ou feel close to your fam ily.
1)
2)
3)
4)

Strongly agree
A gree
D isagree
Strongly disagree

E9. Y ou have lots o f friends.
1)
2)
3)
4)

Strongly agree
A gree
D isagree
Strongly disagree
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E l G. Y ou belong to different social groups.
1) Strongly agree
2) A gree
3) D isagree
4) Strongly disagree
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STU D E N T D EM O G R A PH IC SU RV EY
Please answ er each o f the following questions.

1. W hat grade are you currently in ? _________________
2. Age: __________________________Years
3. Gender:

a. M ale

b. Female

4. Race:
a) A sian/Pacific Islander
b) B lack/A frican A m erican
c) H ispanic- or L atino A m erican
d) Native A m erican/ A m erican In d ia n ____
e) C aucasian/W hite
f)

M ulti/Biracial (please sp ec ify )________

5. Academic A bility: H ow w ould you rate your academ ic ability in school?
a) Above average (Y our report cards are usually all As)
b) Average (Y our report cards are usually Bs w ith som e Cs)
c) Below average (Y our report cards are usually Ds and Fs)
6. Social Status: H ow w ould you rate your level o f social acceptance in school?
a) Above average acceptance (Y ou have m any friends and get along w ith m ost students
and teachers).
b) Average acceptance (Y ou have some friends and get along w ith som e students and
teachers).
c) Below average acceptance (Y ou have few friends and get along w ith few students and
teachers).
d) N ot accepted (Y ou do not feel that you have any friends at school and all students and
teachers dislike m e).
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7. E xtracurricular A ctivities: Y ou have participated in, are currently participating in, or
plan to participate in, w hich o f the follow ing at school:
a) Sports (e.g., football, basketball, tennis, track and field, etc.).
b) C lubs (e.g.. H um an R elations, Chess, etc.).
c) Student Council (e.g.. Student Body P resident, Treasurer, etc.).
d) C heerleading, school m ascot, dance, and/or D rill Team
e) B and, Chorus, V ocal E nsem ble
f)

Y ou have never, do n o t currently, and never intend on jo in in g any team s o r clubs at
school.

8. W hat is your father’s/m ale guardian’s highest level o f education?
a) H igh school diplom a o r GED
b) Som e high school or less
c) B usiness or trade school
d) Som e college
e) C ollege degree
f)

Som e graduate school

g) G raduate degree
h) I do not know
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9. W hat is your m o th e r’s/ female guardian’s highest level o f education?
a) High school diplom a or GED
b) Som e high school or less
c) Business o r trade school
d) Som e college
e) C ollege degree
f)

Some graduate school

g) G raduate degree
h) I do not know
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P erm issio n to L se C o p y rig h te d .Vlaterial
I niversitA o f N ev ad a, Las V egas

I. A doleseenee (L ib ra P u b lish e rs) hol der o r c o p v r i u h t e d material entitled T h e validirv

a n d devolution o f a c o n ce p t: S tu d e n t a lie n atio n

_____

___________ Sr>ecificallv. th e s tu d e n t alien atio n item s_________
audio red by R osalind \ . M a n _____________________________________ ________________
and originally published in A dolescence____________________________________________
hereby give permission for the author to use the above-described material in total or in
part for inclusion in a doctoral dissertation at the U niversity o f Nevada, Las Vegas.

I also agree that the author m ay execute the standard contract w ith U niversity M icrofilms.
Inc. for microform reproduction o f the com pleted dissertation, including the m aterials to
w hich I hold copyright.

7 ^ /

Signature

Date

N am e (typed)

Title

/ / /

Representing

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

APPENDIX I

PER M ISSIO N TO COPYRIGHT M A TERIA L

(STU D EN T RELATED A LIEN A TIO N )

414

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

415
Permission to I sc ( 'op\ rigiitccl Material
I niscrsits of \ e \ a i l a , I.as \ egas

!. Adoleseenee (Libra Puhiisiiers) h o l d e r o l ' e o p v n g i u c d n u i l e r i a i c n i i t l e d Th e \ alidits
and devolurion of a concent: Student alienation_____________________________________
Sneeifieallv. the student alienation items
a u i h o r e d h \ Rosalind

Man

and originally published in Adoleseenee
hereby give permission for the author to use the above-described material in total or in
part tor inclusion in a doctoral dissertation at the University or N e \ ada. Las \'egas.

1 also agree that the author may execute the standard contract with University Microlllms.
Inc. for microform reproduction o f the completed dissertation, including the materials to
which 1 hold copyright.

Date

Signature

i L 'i L L / û n ^
Title

Name (t>-ped)

P

_

/

/Y e.

Reoresentina
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